A DQCUMENT RESUME \\w///

3
- -~ Lo . W

ED 239 563 . _ \ "HE (16 987
-
AUTHOR Much, Nancy; Mentkowski, Marcia ‘
TITLE - Student Perspectives on Liberal Learning at, "Alverno

College'ﬂgust1fy1ng Learn1ng as Relevant to
Performante in Personal and Profess1ona1 Roles Final

. N Report, Research Repert Number Seven. .
INSTITUTION Alverno Coll., Milwaukee, Wis. ) '
SPQNS AGENCY National Inst. of Education (ED), Washington, DC.
PUB DATE\ _ 82 - -

. GRANT '+~ NIE-G-77-0058 - N -
NOTE ' 89p.; For related documents, see HE 016 980- 990
SPUB TYPE Reports - Research/Technical (143) —- -

Tests/Evaluation Instruments (160)

EDRS PRICE MF01/PC04 Plus Postage. i _ ‘
DESCRIPTORS+ | Cellege Curriculum; Competence; *Competency Based
’ ‘\Educat1onp *Educat1on Work Relationship; Hiwgher
: '~ Education; Ind1v1dual Development' *Liberal Arts;

. o *Outcomes of Educatlion; Relevance qB£§}1on)
‘ *Student- Attitudes; tudent Development; *Student
Evaluation. \%
. IDENTIFIERS *Alverno College WI

ABSTRACT
. ‘ Student pers&gctlves on 1earn1ng was investigated at
Alverno Collegg. Attention was directed to how students understand
* and justify ledrning outcomes, and how they understand liberal - s
learning as relevant to performance in persongl and profess1ona1

n

roles The competency-based curriculum at Alvérno College defines
compftencies as developmental, generic, and holistic. Interviews with |
13 traditional- age students at the end of ‘their junior year were
supported by 100 interviews with 37 women students interviewed at the
end &f each college year. Two patterns consistent with curricular
emphasis and studeént orientation appeared: students expressed a
oareer-centered rationale for college education and they emphasized
the value of learning how to perform. This link between learning and
performing allows for the transfer of learning to mult1p1e situations
and, contexts, and .establishes students' confidence in their abilities
to perform after college. Information is provided on student
structions of competence; understanding competence as categories,
8kills, and processes; understanding competence as theory of action;
and understand1ng competences as theory for performlng in relation to
context. Interview questions are appended. (SW) - .

{

k, 4

2

[

*******************************ﬂ**"k************************************

Tk Reproduct1ons supplied by EDRS are the best that can be made *

* from the original document: : *
*************“**3****************************-**************************




-8

STUDENT P.ERSPECTIVES ON LIBERAL LEARNING ~
AT ALVERNO COLLEGE:
. JUSTIFYING LEARNING AS RELEVANT TO
PERFORMANCE IN PERSONAL AND PROFESSIONAL ROLES

@ » ,
2 . . f

Nancy Much  Marcia Mentkowski

3

A

1

3

* ED239563

. ‘ . R 1
.‘ ) s \‘ .

Office of Research & Evaluation .
ALVERNO COLLEGE

.4

N 6

-~

FINAL REPORT TO THE NATIONAL INSTITUTE OF EDUCATION
o RESEARCH REPORT NUMBER SEVEN

o

U.S.'DEPARTMENT OF EDUCATION
NATIONAL INSTITUTE OF EDUCATION
edtcafloNAL RESOURCES INFORMATION

i @ CENTER (ERIC
s document has been reproduced as
rec\‘mvcd from. the person ©of organization
RS orfginating it

2
. N
\
c}.‘ . - Minor changes have been made to smpfove
. ' reproduaf@n quality
. rd
.® . - ® Points of view or opinions stated in this docu
.
n‘ i) - I3
' m ’

. .

ment do not necessanly represent official NIE
i (-— postion or policy
: R

.
~

Q~

>

&

Funded by a grant from the Natienal Institute of Education:
Car2ering After College: Establishing the Validity of Abilities
Learned in College for L ater Success )
(NIE-G-77-0058)

Principal Investigators:

Marcia Mentkowski
Austin Doherty
Alverno College
. 3401 South 39th Street
' . ‘ Milwaukee, Wisconsin 53215

h\ .




. : . (S
s Lo .

An overview and rationale for otir annroach o the'study of college outcomes, ang-a summary D
- of the results from t: wing :s of ten research reports, =%~ - iin: , ' '
Marcia Mentkowski and £. stin Doherty Careering After College: kstablishing the Validity of
Abilities Learned in College for Later Careering and Professional Performance. Final Report
10 the National lnstntute of Education: Overview and Summary Milwaukee, WI: Alverno
Productlons '1983. 4 . ' ’ ' ,
« ~ '
" *  Research Reports: s )
e . /
One: Friedman, M., Mentkowski, M., Earley, l\‘?l/ Loacker, G., & Diez, M. Validating
Assessment Techniques i in an Outcome-Centered leeral Arts Curriculum:
Valunng and Commurications Generlc Instrument, 1980. ’
Two: Friedman, M., Mentkowski, M., DeutSCh B., Sﬁbvar M. N & Allen, Z. Val dating “
Assessment Techniques in. aQQutcor/r% Centered Liberal Arts Curriculum: . Social
Interaction Generic Instrument, 1982. g -, ,
. = R . . / . -
< Three: Assessment Commi{tee/Office of Research and Evaluation. Validating Assessment \
Techniques in an Outcome-Centered Liberal Arts Curriculum: Insights From the
Evaluation and Revisior ™-~~ns5, 1980.
// , , ™. . R . N S— i
Four: Assessment Committe Research and Evaluation. V= ing Assessment . {‘
_fTechniques in anOuw...... entered Liberal Arts Curricul:: tntegrated Compe@nce
Seminar, 1982. <
Five: Assessment Cnmmittee/Office of Research and Evaluation. Valdatlng&ssessment -
Techniques irf an Outcome-£entered leeral Arts Cu rriculum® Six Performance /
Characteristics Rating, 19 3 , S -
¢
Six: Mentkowski, ™M, M., & Strait, M. A Longltudlnal Study of Student Change in Cognltlve
Development and.Generic Abilities in an Outcome- Centered Liberal Arts
Curriculum, 1983. "
\ , ¥
Seven: Much, N., & Mentkowski, M. g\tudent Perspectives on .Liberal Learnlng at Alverno
Cdllege Justifying Learning as Relevant to Performance in Personal and
N Prafessional Roles, 1982. ; \ ’
Eight: Mentkowskl M. , Mugh, N, & Giencke-Holl, L. =areering After College: Perspectweé
on Lifelong Learnlng and Career Development 1983.
<
Nine: Mentkowski, M., DeBack, V., Bishop, J., Allen, Z., & Blanton, B. Developing a
- IjProfessional Competence Model for Nursing Education, 1980.
~en: Me:ikowski, M., O'Brien, K Eackh~-,W., & quler D. Developing a Profess:onal
Competence Model for Managemen. ..ducatnon 1982.
P ) b ’
v - ‘ 3

r
I © Copyright 1982. Ajverno College Productions. Milwaukee, Wisconsin, All rights reserved under U.S., International
'and Universal Copyright Conventions. Reproduction in part or whole by any method is prohibited by law.

1

i/

Q " . p . ' d




ABSTRACT

Approaches to the study- of student outcomes at Alyerno hnclude measuring 7
performance in the carric e +And student qhanges on measures indicati e
of human potentia® for ¢ tive dev€lopment, 1earn1ng styles and genétr

abilities (Mentkowski & .oirait, 1983) .+ This study’ e&p}ores student )
perspectives on™Aearning as another valuable data sourte for valldatlng :, S
abilities learned in college (MentkOWSki & Doherty,.1983) Howy do’ studénts
understard. and justify. 1e1rn1ng outcomes? How do they undeY¥stand - liberal
‘learning as relevant, to performance in personal and professgional - rolcs7
Detailed ana]y81s of-fnterviews from 13- tradltlonaL age students at the end
of th&iyr junior year were supported by systew?tlc reading of 100 interviews
from 37 women-students interviewed longltudlnally at the end of each college
S ycasjz’hxgudlimatlve methodology was selected that rdgognizes'tnc subjective
nature of the data and treats this as a valuable source. Systematic proce-—
"dures were devised for construction of content patterns representing student
. 'pgrspectlves on how they understand and lustlfy learnlno and give . meaning to
‘day .to day 1earning experiencegs. had 1 co

-

Two outstandlng patterns consistént with curricular emphasds aWd student
orientation appear. First, students express a carever centéred ratlopale
for college education. Learning is Just;fxed primarily in terms of,its .
rélevance to practicing a particular cgreer after college. Second is a
heavy emphasis on learning "how-to-do' things; learning is ar ought to be
usefuwl. Students*?egard‘the learning process as concerned with teaching
them how to perform and apply what they know. The meaningfulness of day to
day learning experiences ig predicated upon perceived réelevance of these
experiences to professional performance. Whlle students express dissatig—
faction w1th legrning experiences for which they cannot find career relevance,
they succeed in developing a justificatory rationale for ass1m11at1ng altl
kipds of learning 1nc1ud1ng 'wellrguadedness " a variety of discipline
“Cojitent areas and the competences, to the -idea of professional role
h\\\pérformance. For: these students, the competences are central—to the
structuring of learning to perform; "use'" or "application'" of learning
’ refers to the competemntes. Other kinds of substantive knowledge, observa-
yions, ideas, cdncepts, theoﬁies and so, on, are assimilatei to the compe@ences
: which structure learning to perform, and are linked to role)\performance.
Competences offer ways of 1ookfng at things, » Hays of undersh ainding, 'ways -
%0 be aware of what is if ortant ,Students experience the c petences as
meanlngjul and usefwl and antlcipate their application to the work setting.
“For competences CommunLcatIons and Social Interaction, for example, gtudents-
report feelings of increased maslery, control and certainty.in thrée areas
zthat students regard as important and which are often problematic for =~
young women: 1nterpersona1 relatlons, identity and pe;gonal choice. The
compétences support student's perceptlons of be1ng more in control awnd more"
effective’ in common evdryday social and work sett1ngs, 1nclud1ng those
encountered in off- campus experiential learning setting Yﬁnd personal life.
”hrough experlentlal ‘'validation of the competences, stn ents are able to
construct .. ]ustrflcatlon for liberal learning in whicl/.personal growth
and effedtiveness medfate between educational experience and concepts of
professional role performance.
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STUDENT PERSPECTIVES ON LIBERAL LEARNING
AT ALVERNO COLLEGE: . | S
é JUSTIFYING LEARNING AS RELEYANT TO’
- PERFORMANCE INPERSONAL AND PrOFESSIONAL . ROLES

’

~ Nancy Much . Marcia Mentkowski °

Office of hesearch & Evaluation
ALVERNO COLLEGE

INTRODUCTION
° ’ . ’ 4
Introducing new constructs about liberal learning in higher education

’

curricula is expected to have benefits for students. Any attempt at
validating such constructs needs to consider how students understand and
L . .

. . . 1 - .
make meaning about learning and its outcomes. While there may be nuimerous

LY

criticisms about/aﬁi’existing educational curriculum, replacing qld concepts

-

about learning and its outcomes with new ones is no guarantee that students

will begin to understand learning differently. Without “ich inderstanding,

b

we cannot -xpect that b s will las. ond colley | that learning in

. €
college will transfer to personal and professional roles afterwards.

-~

, ‘
A major question fm this study is "How do students understand and

justify learning?'' The question is one researched as part ofga large study
J 3 g q P &

designed tc establish the validity of college outcomes ¥Mentkowski & Doherty,

s ;
1977; 1983). The Alverno faculty creatéd a curriculum centered around

' 4
identifying, definingt and assessing the outcoffes of liberal learning. They

"Learning' and '"'learning outcomes'' ran often be used simultancously.

Learning generally refers to a process. ... outcomes at Alverno include
proces~ * and since ihe major .utcome is growth, "outcome" is thought of
as a prucess, rather than a static ability. The term "outceme" conveys that

dgne can observe agd measure performance from whlchnreallzlng an outcome Can
be inferred. ’ :

>




- ® . -

*ire now interested to know:the exXtent to which these structures for learning
9 - . v N »

N | e . .
are understood by students. Constructs about learning and learning outcomes

described in the faculty's Liberal Learnipg at Alverno College.have been -
J/}mplementeq. Why do students think they shgnld,leérn? }1

°

Ly ; I - . r e '
A college can have more confidénce in the yalidity of 4ts curriculum if

. 4 : ! - o - . . o ’ . I . ’
it can demonstrate .that changes occur 1n student;“ﬁerspectlves on learning.

v A

»

' In a studcnt—centergd edgpa%i?nal i,nst-itutioqa understandihg studente« o
perspectives on learning is essential to curriculum development. Given .

¥ _student concern that* higher education demonst rage=The relat tonship®ot

: 2 o ' : L "
“education to work =, focusing on student ‘petspeclives s important to
. . . ) . ", . T \
meeting .their own needs.

assessing how well students perceive college a:
‘L B i .

v At the same time, facblty‘are asking questieh@s about the. extent to which
traditional. liberal atts outcomes such/as critical thinking and personal

growth 'can survive students' current oncern’ for ¢OBU L

stone to careeri’ N ‘ C )

- A < : g v : . . .

[his paper describes the process by wh;gh»l}bvraL_lcurnlng"aL,AIVyrun
becomes gssimilated 1nto students' rationale for-leavrning.. This report

)
¢

- - i L4
describes student perspectives. Because ol thé nature of the methodoloyy,
- — - - ° T i
and because we are aware of the dialectic between the person and educatiodal -
.8 N L F
. . : . N ¢ i S -
eXperiences, we hesitate to identify causes for student” constructions.

o g

. \ S . . S o Lo S
While the analysis 1s primarily descriptive, our interpretations will refer

to goals and objectives, and what we belicve to be the more common practices

G

1

-~ of fa (1. _carning pro. ss. Following this description of .studeit
. & : ser ot
constructions, we will discuss what meaning these constructions have in the
[y ] ~ L j“
context of the lexrning process as understood by the taculty. The B

» . -

-
.

B . : . . .
. See Mentkowski and Doherty, 1983 for a fuller treatment of this issue.

t
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. . . . A ' . . . ) . .
discussion will also 'clarify the results in relation .to the validity of

N

learning outcomes. Finally, we will identify outcomes that we have
glimpsed in our analysis of student perspectives, anl raise several .

issues for further analysis of student tliinking.

'This study of student perspectives on learning will give faculty

.

insight into learning outcomes and benefits understood by\students. As
, N , : :

such),.this study is another way to validate the learning process: Further,
: N -

it allows us to idertify areas of further study that can ¢larify develop-—

mental patterns, allow us to ask ascriptive questlons, and ultimately allow
™ . .
s

faculty to prescribe learning that is more effective in promoting student
, v

growth. *’"z:\

yj ‘l )

| ( ‘
}; T
i B F \ s

The Méaning-of'Liberal Learning

. . i
{ . . . . . . N . . ,
Lolleges and niveérsities are soclial systems whose reason for being
N ' oo

is ‘the pursuit of learning. Thése institufions have other functions !

for-their participants and for society. Participants may have many kinds.

* ‘ o o r

& . . . ’ . . %
v of reasons for their involvement. Learning, particularly curricular -

- —

: - .
. by . N N . .
learning, does not always define a student*s purpose for being 1in college,

3
1

conditions of his or her participagion. Persons

but it does conStitute the
: w

thvenroll as stydents in institutions of higher learning allocate much of
] .\

their>~time an. attention to.various ways of learning in the curriculum,

-

whether this is primary, instrumental or incidental to their actual’
. :

~ .

_purposes or reasons for being in school. Along the way, college students

.

N s
typically realize learning outcomes they were unaware of whep they

N

enrblled, or that arg more incidental to curricular learning. Sor~ of
) Lcurricular

34
%

. , :
these outcomes are accounted for among the stated purposes of undergraduate
. 1] M

x

. . <! .
institutions (e.g. imparting a "compelling awarcness of the oﬁ%1gatlons
X & B

hd
\
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: /
finding a‘life partner). Various (klnds of 1nc14dcn1;_%11 learning may hold

,a high place in aws&mdeént's hierarchy of reasops for being in school,

dnd may weigh heavily in.accounting for outcomes of higher education.
» “ ,

.

While we recognize the importance of such }learninug, the scope of

A 4 .

this report is limited to learning students engage 1w as part of the

/
| : e - . -
e Alverno learning procgss. This report examines how Alverifo students
AN v ! \
talk about learning. What is it students believe theufselves to be
. .

—

lvarl‘]ing ‘and how do they ex_plain and justffy; not being at Alverno, but -
o
those a'ctiv_ities they do day to day to fulfill the conditions of their .

pagticipation in the curricul um® U ' A

. % Curricular learning is traditionally partitioned according to
v ‘ °
) academic didciplines or "fields.'" Such classifications brea@ down the
. . «
! N .
pmplex a student's learning becomes and educators vften tacitly
: =

hopey that—stugents will dis-over certain relationships. among subject

\ \ . N
b ) -~ ' *, - ’ A - . 1:"
“higher ecducation imposes,™ Alverno College Faculty, 1976), and some are ?’%
o ' AN : L . " ; .
Wh less/ explicit (e.g. learning independence from one's family or g
. o ) . -

e

matter and cfthods of various fields which would ultimately yield broad
t -

R .
out comes. Nevertheless, learning by "subject" is highly consistent with 7
‘ a1 . N
» l“‘ . . ) . N . .
the way traditional higher education structures itts resources for
- - ‘

v

, .

Alistribution. Students are oriented in the sclective allocation of their
: R , ..

resourcds, by this structure. Within the study of any given field, it 1is

.

. . s . s
posstble fa distinguish several kinds of learning. We speak of facts and

NI -

“ obsurvati(ns,\and of concepts, theories and frameworks for organizing them.

N e

il ~ ‘ -
We also spaeak ofg;uetlmcfb\, processes, skills and ubl/li]ties\‘for practicing
. ~n { .

q {ield as a discipline or, profession. I @(
hreld g p pro , A ;

Q -

E=

e . y - . - . Vad
Che 1\1ern¥: curticulum departs from the ,traditional structure of

~. .

TN, °

v \, " S
cld alone. On the one h%n(l, Alverno's curriculumstructures

o~ . ’%,; .4
4 learning by yfa
AN ’ >

-

- 1

- N (\ s

o [} IR oL



B \ ¥ E
learning according &£o tHe academic disciplines and professions in the

usual way. On the other hand, the competences present an array of

— "

p—

frameworks for performing, mést?fyaof which are required fox an Alverno
. e T . )
i . .

\, - e

degree. The competences styucture learning according to how itlis .~
. * )] - - N
. ) B . N x \

. hy) .
used. Each- competende 1s understood as 1nterrelate¢%§§&h the: others,

and as deérived from and integral to the academic disciplines and

-

w-professions whose practice creates the contexts for performaﬁce. The B
. N C t “ K
competences are: . ’
p X i | «f\ .
e Communications ' f ‘
¢ " ® Analysis , L .
) ' e Problem Solving // i .
. e Valuing : . N e
: ® Social Interaction : .
Ve - o Taking Responsibility for the Environment
’ e Involvement in the Contemporary WOrld . -
e Aesthetic Response ‘ > : <

v [ . . -

: Each cdmpetezfe is,defined&thrgugh a set of six pedhgogical'lévéls._ What

the competences haye in common 1s that the
s

constitute frameworks for .
: ) ~

'processfng infdrpation, models for thinkyng about, models fér ‘underStanding,
. . - o ’
each with corollary criteria for perfo#

-

Competences are defined as  /
2 /i

developmental, generic and holistic (Alverno College Faculty, 1979), because-
— :

R . A ,
the college takes'og the respofisibility for contributing to the development
~ -

. . . ' N : Ryl
of lifelong learners, and for being a catalyst for éﬁ@rning in college that
ey , . R
continues gfterwards.’ 4. : %Lﬂ, -

E— , R

<:> " For a @ompeﬁence to be developmental means that the outcome 1S

) : v .
degcriptive of an ability that can be taught. Thus, a competence*%%n
b . q~

. . 14 &3 .

be broken Qfen into seduential-pedagogical»leve S that describé increasingly

complex ‘elements and/or"} P cesses which are acqulyad by students over time -
~ L4
and wWhere each level requlres a more complex demonstration of the cempetence.
. ' a) . L ‘
Further, ¢ompetence that are developmental continuo to dedelop after college,
Y . . .3
¢ as additional learning experiences contribute toward greater complexity.-

Q A N - . 14 7 A | N : ’
ERIC RN 1 s -
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" involves the whole_peréon, although &omplex compéf%nces‘fncludé & Skill or

(x4 : ’ °

J

) A ] e

=

~

- . ) ) - o0 i - : .
: < ' - . S »oL ' -
/ For. a competence to be hol4istic ﬁéanSﬁthat”eZEh_ﬂeveloplng competence®- .
’ ’ .' [

v . - ~ ) . ~— e . . _

-

. . R ; - . o 0 ¢
-behavioral component, a knowledge componént, a self-perception‘ egmponent, and a

\ » R ‘ . " - . . .

N Lo . . i
motivation or dispositipn componént. “ ? R ) / .
. =y 3 ‘ ‘ . S ’ . s
Allvo; some of the elements of thegpompetence can berinferred from T
- P N R Lo
obserQabig performance. Tradltlonally, LOllEbeS have requ1red T,
. - 'l . > T ..‘ A"
demonstration of only the knowledge component of Competefpces.: Wben E .-

S B SR e 7
outcomes are defined holistically, k?owledge, skill; attitudes, self— -

€

perception and disposition components are specified. When a‘cOmﬁ%tencef
, ' ‘ o :ﬁ@ N SN 4 %%
is performed in a particular context, it is definedin observable behaviors. 2

’ it > . : N v
The emphasis is on learning “how to’pefform as wehi s on ‘what ,to lea:n?,z -
- : S r o
Identlfylng outcomes athq}lstlL me ans that multlple components ‘of a . ¢
- . Yo . [ . o /””
competence will 'be identified. These compgtences are expected to become o
‘integrated with others and 1nte1naklzed iCompetences thus become ’
[ 2. Y .
» . L i B . . v,

characteristics of the person. o - im va: .
For a competence to\be generic ‘mednd thaL the developlng, hOLlSLlL

ablllgx/trgpsferq acToss sxtuatlons an settjﬁ;% iﬁhe k1nds o? 51tuatlon\ o)

A
A : - g-

to whlch competdnces dre &xpected, transfer anlud those a student

" i . “ , v, o .
encounters in exercising multigle roles.§ The concept of compétence

s . , . . N B -

‘

bl

- e

H4 . ~7 »
: : : . . P . . . 09, e . B
implies effective,performance acto;} situations i relation to contegts. »
S . Nl -

= s s Y
o s . .

Generi¢ combetences are expected to.tradsfer not'only'to.situafions in,*//
b T% . - )

toligge,and work,. but/ﬁlso to personal and professxonaLirole; after-tollege

- & LGP

-~ & -

L . -
.Outtomes of collegc therefore 1nclude growth in student Eerceptioms of ‘thie

‘ i . . - .- s < A

self ‘as a learner. In addition‘to her performance, student perceptions-are
.= [N L - T

- e d e
equally valuable outcomes of college.. -. - .‘p : L e

LA . ! “

v RS

‘ x
The mpﬁtentes are le arned in- roLatlon ¢o thﬁ?/ubstantlve knoWkodpn

K
!

)

N
methods, precesses, bklllS and abllltlLS of thL ff?lds or d15t§p11ntb
. e o
+ ' 4




\ )
since they are taught 1n the context of tradil tonal academic courses,
i -
, ‘ 4 .- . Y
and since the compotences were. tdentitied and detined out gt the acadenic

dl.‘»‘(ip‘flllt‘t;, bach discrpline paves preater cmphasis Lo certam comprtenges

N

vich are belie'ved to be mors central (of the practrce ot ta discipline,
L]

Students are tequirgd th demonstrate Fevels 1 oto 4 of all cight competences,

and each ll:'lxr;p«w PHves S competences students demonstrate to levels
; - . N
Yoo H But the competences are cvxpoected to be penerie to o a deprec aoioas
slliiaatlons and contexts ) andladia, @ he «11:»&11,1111.-:,

Tl Ll thie o 1o hir vy canprhia s by G cerre ot aa b re Loy, l"dll.ln“ an
ot cohno Lhiat ta oAy e bal o Chioh o, I YD) N YRS R O R EUPRY B A AV

A4

Paper o ataal Lo vl s iphiasi e o Lo, thal aat ooly involves h.

Persoin T ab e vat Lol tetlection andd abhatrac t conveptaal boation o
.
theortyeaon s tradytaonal to the Taber gl yrte. Paperiential Jearnrn e boa L.
e
o nvolvemen e e r i e dudent o are anvolved o conern ol
cXperiens tns o what o e toobe Tearaed ) and Tttt e ot one ' conat g 1
s . Lot 1v ] he ' ’
Al theore s 1t s Cheenn Ul [ L N S T O L AT SN Fo) i v
obovrviacione,s ab st cact the il s aid T wea ko e Dokl Tooa the s o
[ Y Lot [ o { . I Lo b 1 P v 'l B 1t [ P R I |
ot ! ' < | ST [ Pl 1 | ' 1 ven v T
o
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¢
7
|
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)
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METHOD

red

9 v Samp e
y, . !
A total of 82 students randomly selected from. the 1976 and 1977
& -

: . :
entrance @ohorts and 37 students randomly selected from the 1978 sraduating

/’\

fniors comprise the full sample of Alverno students participating in the

<

) / _ . . .
study of student and alumna perspectives on liberal learning. Students
A XS

from the 1976 and 1477 entrance cohorts participntcd in the ‘nterview

i

Loward the cud ol cach year.tu college over o period of four years since
X %

hete was seme attiltlon durlng those tour years f{rom the interview sample,

W amall nomber ol students were added toward the end of the second year to

keep semple stze at the same number. From the 1976 entrance cohort,

91 atudents were oripginally intervicwed., There was some attrition duriag
e second vear, and students were added. Fhis )'_1‘011;(’ thean cont inued |

. . . & . )
throughout the remaining Lwo vears. From the 1977 ghitrance cohort, 61

were interviewed the fivst vpar. There was some attrition thessecond year
<
. £ .
(two students) and the third (one student) but studiénts added the second v
vear Rept the sample oo bl Consequent Iy, however, while the sample is
Connpa taed ot 82 studelt s Pt tviewed over tour vears, the number of students

with a complete ”;vr 0f lour 1nterviews is somewhat tess than 820 The
N,

-

particination [.'2 ¢, not counting loss due to attrit fon, wan 997
ottty seven students were intervicwed trom the 1973 wraduat ing senioln
aoup and 30 o0 thene women part fcipated g toblownp interview two vears

alter seaadaat ion ClentDow i, e e W Crencb e Hel b basy
) . <

i
e curtent report o e a0 stady o h? ll‘l\llx‘.inll.ll aped ntudent s Lo

'

e L /o aaed 1977 cuntrance colionts, althoneh the dctual pnmbeer ol anterview
Pe b calnnnt ted to extensive analyse compared to thoore pead de detanbed

bre- o
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N _ The:following analysis was conducted on a sample of 13 third year
~ \ . - N

students from the l97g entrance cohort.

interviews of 13 A%Verno
!
Longitudinal interviews with these same students from the 1976 entrance

cohort, including interviews for four consecutive years of college
,
¥

; . ) : .
education, were used to discuss questions regarding the development of

patterns identified on the basis of third interview texts. The third

interview was sclected as the focal point for analysis because a

.

prelimigary reading of 100 texts iucluding all four interviews conducted /
at the end ot cach year in college seemed to 1ndicate that the third
lutervliew, usually occurtng at the end ot the Junior year, was the year

ol must lntense Lnvolvement with the educational system. For most students,

this is the year in which concentrated specialization in the major area

4

begins., Students interviewed for the fourth time in the second semester
. :

near the end of their college expericuce, often appeared to talk more about
- ) : . . .
the future that past and present educational cxperiences.  They scemed to

have begun to discenpage their attention trom the education-to the work

cavironment

I'Ne CLento ol aual,als are Liom (Lo 19/0 cultance cohort ) because at
. - )
ci.ovlme ol this nulllynln, a flllv_l four veoar l«,ln',l[\nllllnl f;mnpl(- wan

avatlable.  The sample of 13 individuals is the full sample of 1976 centrance
| ' )

coliort pawl g ant s, atter attrition, tor whom texts for all four

]
loneitudinal nterviews cxisted, While the analysis was conduct o
é}svstme(irnll@ on this siple of 13 individaals, 100 interviews representing,
3/ traditional .|‘a'_(-<l stodent s at vincious vears in collevseglron both the 1976
and 1977 4'()‘lmzl had been ’n-:ul At deast  Coice throuplh, prior to bhepianing
this aualvson including 2 teets o ol L tepm the thivd intervicw, Mo
o A ") ’

ERIC
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‘ L ; Py

. . . -«
absqlute claLm can be magéﬁ of course, tb@t the analysis conducted on
L . ‘ ,

-

f .

+ ‘ .
thévsamp%e of 13 is the same as what might have. been derived from the
larger group although a *2heck on the representativeness of the sample

indicated the 13 were representative of the 1976 entrance cohort.
. 9 .

Onﬁthe basis of the readings of these 25 texts, however, it docs appear

J

that the present analysis would prove to be an essentially accurate (’

tepresentatlon of patlerns in the larpger 510“5385 well. 7 K

Catl

Alverno students 1un the sample wenerally enrolled -in areas ot .

AN
comcénliatlun (wajuls) thal prepate Lhem for speciftic careers or professions.
[
By, dud large thls paltetu ls Lypleal ol the wmajority of full cime, <

tradittonal aged students who ate uot continuing education' admissions
$
(although a number of exceptions occur). This sample includes eight Nursing.

majors, two Education majors, oune Music Education major, a Medical
e P
Technology major and one student who spent two years as an Education

N

major and then changed her major to Library Science, All but one of thesc

students (the Mcdical Technology major) entered Alverno to sraduat e wifh

A

an arca ol concentratlon dircctéy related to a particular career (although
vue Chiaigyed ploplaoms) Iwo stuadeats tn the cohort tor this sample were
plepatlupy 1 adulsstlon Lo prolessional schools. Law and Dentistry. In
other cohorts some students were nol preparing for the more usual careers
for women.  One such student hoped to become a professional writer (but was

4

entolled in an Fducation minor "to tall baclk on'™)y, another had a careen
s/

plan combining {farming and apricultural journalism.  All students

"

interviewed intend to have a "career™ atter colblepe, and none interviewed

N . .
secem uncertain whether she will

ERIC
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¥ Cw

While the proportions of majors in this sample can not be said to

A § .
represent the student population, the career orientation of mafos‘is

’ I ¢ : -
typical. Over 507 of full time traditional a#%ed students were Nursing

\

majors in 1980. Students classified as Arts and Humq@ities, BehaVioral,
and Naturgl Sciences, and®Fine Arts majors are characteristically also

enrolled in majors or wminors related to a particular profe?sion (Education,

Music lherapy, Libraity dclence, Management, etc.), to which they intend to

e
.
-~

apply thelt academlc major (buglish, sociology, etc.). About 207 ot
studeuls classtifled as Atle aud Huamanltles or Behiaviovial and Natuiral

Sclénces majols wele malJotlauy lu Manggewent 1 1980

Lo Lrument

I'he Alverno student Perspectives. lnterview (Mentkowski & Much, 1980) .
used to generate the data is semi-structured with a set of 24 standard - :
items and a set of standard probe inquiries. This is true for all except

the first year interviews for this sample, which were completed before the

v

intetvicew was, developed iu 10's present &d;m. The essential difference
j 50 -
i
ls that Lthe later luletvlew conlaing mote items and that these occur in a
speutlllod ooden lhe later Tutcervlicew wao vac'lupc,J on the basls ot the
carller forwm i doteavled 1 1o the Appendt s
The interview items dircct the student to specific topics and
relationships that were felt to be important for investipating the
-
student 's educational experience.  But the items are open-ended and the
lt‘s:xp()nd'(-nt has considerable leeway to determine the course and emphasis
- <
ol the interview. The interview strateyy was siuply to try to elicit the
P )
anderstandings, belicta, interpretations, ete., that the student telt were

relevant to o eagh interview item.  The purpose of the interview was to have

the student speak tor herselt about her educational experlence. Fhe

Q ] ’ '/
ERIC ,
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f - " .

inter\é,ibewK_was administered by trained interviewens. Both authors
s T » . -

participated in interviewing, and trained fwo additional interviewers

over the four years of the first wave of the longitudinal study on which

N ~0 .-

these conclusions "are based, . :
>

-/
’ /I = L~ b N

/ * N
Procedure
. - 7
A -
A ot ol traditional o aged students tron the 1976 entrance cohort
el contas tedd Tor thie Tiese time towaod the cnd ot thedir tirst ~ear in
e oo ISP B T thie Dlrcdter ol Koencan s b and bvaladUion, Shic

thach studentl was anhod Lo

>

2
PR e R S S TH A AN can Tl e adlcer U wWdans oass cr tataethothat

Che ot ot Tt ernted (o v tura to Alvecae thie Tollowing vear

. . . byl .

students were invited tuv share their L:oll(f}_’,c%expcrl(*n(‘cs‘ and &ere

assurced that the interview would be contidential. Students werce,asked
. %

their permission to tape the intcrview prior to their agreeing §o

7

P

particlipate. 4 2

On vecastoy Jdurtng the Lour years, the lulervliewer stated additional

v

Lo vocun Lot Intervliawliyg, Chiat mat ched (he comments ot students. For
o lo 1L stodent Cconmentod that I cati' U be ot mach help to vou thils

the interviewer would

1

year, ['w s down abuat gome part uf the program,’

’

state how fmportant it is that negative as well as positive student
5 experiences are represented in the study.
All students invited agreed to participate, and all but one student from
: the 1976 and 1977 cntrance cohorty continued to pavticipate throaghour

the tour years of the study except for those who Left Alverno.
[
Toward the cnd of cach suceceding year in collepe, students were again
A
contacted by o letter deseribing the rationale tov participating, and the

Q . I 3
ERIC
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interviewer then scheduled the interviewee by telephone. The interviewer

‘persisted in contacting a student until a time was set convenient to the

participant.

o

. ! @ Lo ) . . ’ . .
Students who had difricolty scheduling' a time were sometimes addi-

N ) ‘ .
tionallv ¢Butacted by the Director of, Research and Evaluatiapn, who
» .
- . N - . . .
observed that students did iontend to pnrtlv?péte and perceived themselves
@

te be volunteor s At no time was the Identity of an interviewee rcvenl@h
I :
Lo presons other than Ottice ot Regearch and Evaluation research scvatf.

Ldch person tnterviewed was simultaneously invogved in the

loug!tudinal study ot human potential (see this section), and completed

A

the Human Potential Measures three times during their college career.

At tﬁe interview, gtudents were again told the rationale, and assured
of confidentiality (cf. Mentkowski & Much, £§80). Interviews ranged
from 1 to 2 hours in length. Following the interview, each student was

informed she could listen to her current or previous tapes should she

~

wish to do so.
L) .
» . .
luterviews were transcribed following the interview. Sections of

the 1utcrview judpged relevant tor a particular data analysis question were

oul aud pasted ou inésn cards for case 1u analysis,

A
- ' D“}”,AUWLQ'U‘
Huvilm)nskcd Alverno students to spealk for themselves about their

/
ceducational experienge, it is the analyst's task to devise a fruittul
i
/

way of "listening'" to them. Because the texts repregent subjective
experiences ol stydents, it was decided that the most appropriate manne:
of treatment would account for material in the texts by atlempting to
construct student perspectives of her educational envirooment and her

expericnces within it.  This manner ol treatment recopuizes the subjectivity

ERIC  © I
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of the material in the texts—and treats this subjectivity as valuable,and"

. . . . . . ] 1] .
informative in it's own right. It represents educational experiences ‘as

»

they are '"'real"” for thg.iﬁgdehts. The analysis is therefore concerned .

with-interpretations of pattbrps,of meanfngothét could be inferred

e

from intervigws

xts. It is an attempt to discern patterns according to

which students conceptudlly order their expericences.

such patterns involve -beliefs, interpretations, assumptions, categories,

-

explanations, reasons, justifications, evaluations and the like. One

twplication, ot course, is that the anglylic task is the interpretation of
RS —

vther people's interpretatlons IL is not simply to list student beliefs,

assumpllons, Justiflcatlous, ete but to uvrder them in such a wavy as to

tell more than the students themselves have directly said by making

reasonable inferences about what they meant. The analysis is concerned

: a
with patterns of meaning in the sense that it concentrates upon the shared '

-—

understandings that emerge as comuon themes when students speak fbout

-

e

thelrr educational experiences. These commonalities must, of course, be

e

assumed to have their individual cexceptigns. This andlysis, furthermore,

-

\J
systemacleally excludes 1nformatlon about i1ndividual differences, since
1L was lulended Lo Captore what is wost commonly shared by students vat
Alverno, and therefore what most nearly pertains to the educational
cnviromment rather than to the possible range of individual responses
within that envivomment. A turther and more complete analysis, tollowing
interpretation of data from the Human Potential Measures, will include patterns
’
of variation, iuncluding those that show developmental change.

An interpretation’ of patterus ob meaning based upon these interview

texts could have dealt with countless aspects ol stuadent expevience, . This

) ‘

r
oo
~—

>



-

B R e . o . . .
‘report 1s not by any means comprehensive, An area {or investigation
e

»

was selected which was felt to be of central importance for understanding
. . . [ 4
" the student's cducational experience arid which would produce an
understanding of certain broad aspects of Alverno's newly defined
. . >
. .

A

L] . - . .
constructs about liberal learding and for a reference point against
. b

which further arecas ot analysis might be understood. The present

analysis 1s concerned with the student's understanding of liberal
learning 1u the context ot the }\l\lclllu learulng process, and the ways

It which ohic glves hléulti&dnft Lo her partilcipation 10 the curriculam
. 4

.
It 1s an account of how thise students understand their college

14 .
educdatlon 1 general, and how they understand liberal learrfing that
N

characterizes Alverno i1n particular. .

]

As the basc for our analysis, the intprviews have some advantages
as a mode of assessment of student perspectives. First, students are

extensively 1oterviewed by research statt who are not involved in

'
teaching and assessment activities, which cencourages a more retlective

stance x and an opportunity to - generate a person's perspective. At the
o

B Clies | e Lol oac Lhat an IIILCI-}JL( tlve ulhllynlh ot Lhih kK1nd

A\
coadacted o cbe basla ol Intorvlew Lexts alone has certaln Limitatlooas
7 Ny B

I'he data are necessartly tocoiplete,  One wants to know whether what

students say to cach other at 1ch, in bhe dorm, during and atter class,

1s essentially the same as what they say to interviewers 1o *the Office
v ) )
i .

ol Evaluation, the college department carrying out the rescarch.  And one

wants to know firstihaond what are the experiences in the classrooms with

reterence to which sthdent s develop therr anderstandings. And one would

. . .
Fike to mnterview, as w«\&l\l', the oducators who are o tmpotrtant an the

ERIC . 1
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construction of students' experiences. Clearly, the edpericnces .

. : . . ' .
. students rg l}ltu can. be fully understood only in relation to the,contex¥
4 ' .

in which they bappen, and need to retlect an understanding of this context.
- : - : . 4 » . .
This work fhen, reflects the gnterpretations of both authors..
N -y \

5

) \ ¢ ] ) RS o ’ L.
One 1s ;1-1);1% time member of the Otfice of Evaluation who w<)rk\'§\1

ndependent ol 1ts activities and those ot the colleve; the other 1s a ° .

il
)

Ve
. 1]
full tlme wember ol the Ottice and the I(lClll(y who has L'}(tc_:nSlVL‘ o -
) Y .

s

. -
. . AL BN
Cangeun ooape Ll e 10 oalld u;x}u'»[:ﬂ ol the 1uastitutiron, 1ll\lll\ill\)§ ol I‘L(‘tll—[,lﬂl
LY .“.
: .

Jos Lo puae at Lot st ll\pludlub' bl(xbbLO\:)\l1 Lc(x\,l\illg and assesstment .

2 -

ﬁ An oaaal s Dttt s Rlodd s dunloamat aud uscetal t)t‘gﬂ\lh‘ 11 .

c v mone tallral o ordoa o this domaln ol Invvnli)L[!Li()n. student

capetlenos at Alverao, order that as induced tfrom observations ol the

.

. R ’ . N - . .o
domarn ttselt., It therebyv contributes to later formulations ot wmore
4 v

precise questions and methods ot tavestigation.
3
+

]
Agarn, whilg the patterns discussed were derived systemathieally
L Ul Lexls ol 13 ot 37 traditivonal aged students interviewed, .
[ lnL\‘xvlt'(nl(i\‘l\:x Cabke 1ule account (he backpround knowledye ot the
’
Al e seCals it Apeabon oo dned throupgt arc tal roadiag ot 1 G0

Ll s viow Lol Lo preocatl Lo s/ Alvetno students at the end ot the o

N
¥

vatious years Cineluding 29 additional texts of thivd year interviews).

2

The interviews that were not included in the actual analysis neverthe less

cont ributyd mach to an anderlying understanding ot student perspectives
/ -

on the educational enviromment as well as experiences "of students within

this cnvitonment . They also atforded a medns of comparing the epntents
[
of the selected sample ol texts with Che contentys ol other texts so /\

(hat it could be aacertained that patterns derived tnoanalysis were not \

Pikely to be based upon tdiosyicratic viewpoints among Chese 13 stuadent s,

, 2.2 |
ERIC |
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~
Other students said essentially the same kinds of things that these
S . o : .
) studentf dgﬁ about

their educational experiences. This does not mean

¥

that the patterning woupld have been exactly the same had a lgrgcr ] .
sample qr anotlier class been used as the basis of analysis. ., Lt does,

.

. - . - . .
however, giyc reason to believe that the basis of the patterns disgernible

among this sample e¢xtends well beyond the particu@br experiénces of these

13 students and 1s part ot a more widely shared perspective on educational

{

eXpellailew

Lo coundacttlng thio dualyslo, tulervicow LeXls were read .and &aLt:z_’)uliL‘S
ol tuquliry were developed induklech ol Lhe basls ot what students had

coummunicated 1o the interviews. Throughout the shaping of the categories,
. . 7/
. - y
both authors discussed- thelr characterization i1n relation to y{hcr possible
, / | \ N
categories and their meaning: The current analysis followed extensive

»
f

"tryouts' of both categories and methddology by the authors over a
period of two years. These categories or areas of lnquiry followed the

students' structuritong of content. The patterns did not adhere to the
. : .
structure impescd by the Interview itewms, but rather to the structure
l

that (,lu(_‘lzg‘t‘&l " tepotitive thoemes whoen otudeats :;puk(‘ about thear

cducatlonal capoerieace 1o analysis s not, la othel words, an ttcw

) >

-

by iteni discusston of interview Tdsponses.  Textual data wcs; sorted

: . - . . i . . \
according to categories of 1nquiry to which sepments of the towt
R

N

pertaitned.  Textual lll.’}é:l‘l'.’ll for*all students pertaining to a fiiven arca
/

of inquiry was grouped and analyzed for the patterns of medaning conveyed,
These patterns are presented and discussed 1o the report [Put follows 7~
»

Discussion of institutional context 15 introduced whenever knowledpe of

this context adds to the inteltbipibility of student perspectives,

ERIC o 2.
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« - Judti fy;_n& Learning . .. . » '

~ . o~ . . - , . . .
The central tocns of this report is not with curricular Leamgning as

N

understood b‘x the l;n'ult_v (Alverno Culvlvgv Faculty, 197(!; L979)~0r by

k] ‘ - - a
other learnlng theorists Our purpose 1s Lo describe tie rationale tor
lk'ulllllli sinderstoed by students participating 1o Lhe (ufl‘igullml Lwo

cutstanding patteros are ovident Tiowm ways Alvernoe stuadents speak abowt

v

AN

L ot I T U G N S N S YA R \/ll;&‘)lxl-lt,llll‘ shoald learn 1o otionely

Syl I ST et oo 1o o b | S T At The v aa

T L T N T T Y T T IS O  S U o ciidne an coatolbatia, to Muell s
-

- ' ~
Lol duesa T and ol Do thie Stadants juast il Titbesal ]v\ll'llln); das broadening
< ™
) / -
one's aad. Learniug 1s o gustified primacily o in terms of 1ts relevance to
. .
’ >
Gravlicing o patticular carcer or professtion atter college.  spend, when
4 - -

!

studentls speak ol why they Tearn, there 1s a heavy cuphasis on instrumental

Lo tralay Io arnlo,, Thow to a0 o0 portarm. *Students characteriscrcally
o b 4 : ! Y

Ao tmllate alaest ol Torme ol an b rotandlog abool Tearnlng Lo one oo both
’ . .

“
Ao \] R B S S S PO T O Iy v oot ea. U learning "how Lo Jdo
? ’ 3
TR T N B Lo tath Lae el vt b oo d s o T aslonal
kL . .
pooo Do oo oot olas T anla,, Loarntug, 1n oooe s personal bire 1a

addition to o specitic carcer related context are also present

Justitving Learning as Relevant

- to Carcer or Protessional Role

Students n this sample tadicate that they understand college education

>

- : ' W Voo
Yo " . 0o ) . , e
e term "professional’ is o used here as defined by students and

in the Alverno context, rather than an defined 1 soctological theories

of occupations or professions.  We describe patterus an o viewing one's owork

anoa job, carver or profession and discuss did ferences in these perspectives

in the study "Relating Pessonal and Protessional Roles"

N . .
ERIC ~
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] .
chiefly as preparation ior"ﬁ%rk, [heir expressed intergsts, motives,
] ) 2% L T notiy
° i

' . . . ' i b
purposes apd 'edutational philosophigs' arc stron%yy careeft centered.

; e .Y p : . .
The followipg iAteérview excetrpts represent thu~ways in which these
L4 .

. B ~ N r P .
students expregs théir carcer cemtered origntation. Expmples afe sclected
. ' . T e ’ ' ’ ’ / y
T . / N ” o _ w -
tor the clarity with which they represent the shared .understandings” and
W@uuuuun themes caplicitly o l.qlpll\,lLl’)‘/ cxpressed 1u the body of Lnteaview
R0 O '
¥ -
Leals lhe Installces pglven aire not | vl loulsc, cxhiausUlve. Assmall
A
qqnlpllub ol the avarlable matenlal 16 oo d Lo 1llustrate PstL‘lllb 1ll¥Lll(‘d,,‘
[iom a weohi mwre eXtoeaotve bLody ol Wl ,..,\./L.)& Ihls wusce of Llexl gacerpls .
#H & -
1o wad, thio aghout [ e S —ameUSC 1 Lol ael ol code numbers to
personal®ze thd quotes. ALl nawe$ ate flotillious  and are selected trom =
name lists that exclude the actual names ot all participants in the study.
Identifying informafion is expunged, and the excerpts are occasionaliy'&a
l . . . . . . . . . -A
edited for clarity. Interviewer speech is indicated with italics. -
1'd like to shift the convetrsation again, and talk a little bit
about what being here means to you with respect to your own °
goals and values. . . I['d like to begin by asking you why vyou N )
decided to go to college. .. & . .
2
Il dectded o go tu cullege because 1 wanted Lo be tralned Lo do
something tnat I <njoy dotng. I aid.not jfust want to go out and T
geta factory joL and make lots of money. I wanted to do sowmethlag
I felt was a part of me. | fele that what I wanted to do required
a college education (Jenunifer, Nursiongg 1979, p.19),
O
A&
What mafjor goals did Sﬁﬁqnhave when you entergnglvcrno? N
. Y. ¥
I wanted nursing and I wanted to learn as much as [, could~and I wanted
to be a good nurse. 1 figured that by golng through all this, 1 wanted
to survive. That maybe was my main goal, to be a good nurse .
(Nichole, Nursiong, 1979, p.16). b
A
. .
' 7
7 ‘
) &
¢ v

E MC - a
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Have your pgoals changed at all: since you came’ 'here7 Po you havé gaals
- " now that you dggn*t‘ha»ef&hen yau. first entered or do' any of'tfg>goa15
-# when zgﬂ first enteretF'seen less worthwhile ndwz © . fo e
- - . 3 y . »\‘ - J’ _ ., .
Now that 1 have. teg¥e%$1t.. I ve<dgc1ded’bn my m%gor,SGeftniteIY‘ K
Med Tech. - T think my goal~is to get Lover(to > ° 7 ‘and A real well

and’ pass my boards and become &,Med Techy® I thiak- that is- my #ain goal
that I am working on right now. I have ‘stb gpals, dnder thgpf& ‘do -
good in immunology...get thie paper dg)ne and wofklmy goals int th? )
projects. But other than that, it is J:}T prepari mysel? for Med Tech.

(Virgionta., Medical. Technology, 1979, pp.18-19). N .
i : ! %
Ihe e olude dlo . amon, wllhicis  capross a0 sliving purbuSIV("llL‘SS -abot@t - ®
ot s b tlon Ldooatlon 1s und toloud 1o e lation Lo 1Ls Lx;(‘lkl_l.ﬂﬁhh.
Ve 8 ,
= ) »
Il o liao Dedona (SN RN e IVA‘ Viiglala wlio tepobls that she came Lo ,
o A .-
collog o U her aech 7 dasastence and would Lol tiave ponc otherwise . she <

~ . -

had to cdreoer plans witen she entered, norf plans for an area ot concentration.
I s

. By her junior year, howdver, she has become carcer centered angd cxpresses
~

this orlentatiou Lo many ways throughout her intervicew., . , »
Within theit patticipation in the corrtculum, students typically ’

apre oo selovtlve toterest, mottvatlon  and attention Lo thelr most career

T

srleunlats o conea NTUREN | ST AT R U Ioanbug,, “[’t\\'\/ Labke aost ”:s(‘l'i\lub'l\’,

; ,

oo v et el

well auv. that | aw 1o my Junilur year 1 teel 4 1ot better Lhat
we are .mphusizing the Nursing and the medical more. But in your
first few years it's just frustrating when you don't-feel there is
any significance to some of the things you are learning.
(Bernathine, Nursiag, 1979, p.9). '

‘Do _you thif}lk your own changes in attitude have affected your learning?
o

. Oh sure. 1 think LhaL I can look at my learning or homework.
more as seeing a purposesbehind {t:.mofe how it is going to affect
myself in my career lateg on. Right fow in Nursing ... we're learning
about disecases and medicines and how fo do thlny_.s, whereas Freshman
year we were learning scighces did anatomy.... 1 would say; yeah, b
see how this applies, bu it hay become (llrutly oriontul to what |
am interested in. [ think that has affected it too.
(Leanne, Nursiog, 1‘)(;‘), pp.8-9). N - o
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Do you think your own changes in attitude have affected your lcarning?

I - learning right now I approach - I think I attack it more. -
I don't know if that is the right word but I take it more seriously
I think because I am getting closer to graduation and know that
['ve got to learn this.... . i

(Noreeny Education, 1979, pp.12-13) » (

Your learning ig more important tO you now or

)

...well it defﬁnitely seems more important to me because right now N
am in my area bf concentration classes ... when T was a freshman. it
was more academic: history, science and things like that. But now
I'm into my major area of concentration so I'm more gung ho on it

(Noreen, Education, 1979, pp.12-13) e

What do you think made you change? .

I think justs your interest in ;OUr own area of concentration because

once you progress through the years and start taking classes that

you are really into and you are going to apply to your major

I got really excited becaus®I am actually learning what I will be

doing ...my advisor and the instructor, who are both in Sociology, and

myself sat down ... and just went through my program and how they

thought I would do ... basically I am an gducation major. I gh

goipfg to be a teacher but ... you need two minors or another major

a I am inferested in Sociology ... but generally I'm going to be a
eacher.sojmaybe I don't put so much emphasis or work into Sociology

d, or as I do in Education....{Norcen, Education, 1979, p.6)

Do you think you've changed in the way that you approach learning since
you've been here?

a lot of the classes are more related to what I want to do so
of “course they're more interesting and I want to pay more attention
and do better and work harder, that kind of thing. I can't say that
my learning pattern and my study habits are any different than they
were in high school (Eryka, Music Education, 1979, p.12).

So_in order to get honors, a student would have to do well ip virtually
every course ahqzjre taking, is that what you mean?

i

Right. T think that's a neat ideal ... but .s. if you're really
v _to 1earn{ you're concentrating on ¥dmething that you want to do for
- the rest of your life and so if you're in Nursing 1'll bet you're
not going to put your all into maybe the Indian music.class ... because

. 1 .

it's one of‘the things you have to take and maybe you'll do well in it
but you don.E have time to put in your very very best.
(Eryka, Music Education, 1979, p.l6).

ERIC <4
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The last excerpt illustrates both Eryka and Noreen's assumptxpn that it 1is
. _ ’ o

only natural to value one's career-relevant learning above other subjects,

v

and she assumes that career—relévant learning is the point of g¢ducation.

Note the'phrase, "if you're really here to learn, you're concentrating on

Y .
omething that you want to do for the rest of your life...'" Education
is'legitimated ("really here to learn") by its relevance to a career...to ,
life after college. Other students share this '"philosophy of education"
{
and attribute it to the institution as well as themselves.  Some of their

accounts (such as the excerpt from bryka above) suggest that students

take tuais rationale for granted and do not consclously contrast 1t with

other possivle ways of regarding education, unless they compare their own

educational euxperience to their friends' cxperiences at other colleges. .
.

From the standpoint of ‘Alverno, what do you think the ideal Alverno
graduate would be like? How do they want you to turn out?

’

I think they want you working in the field they had trained you in....

I think just to carry through with what you are doing, like al}; these

speeches that you've been giying, when some one asks you to give a

speech you should just go up there. I think that is what they have

been preparing vy u for.... I think just doing what you do best the way

you learned it here. Téking, like in science, all thg techniques

['ve been learning in the lab and carrying those withYne and apply
S those to my field. That is all I can think of B

(Virginia, Medical Technology, 1979, p.7). y

. v
What would you want to communicate to a_student who is thinking
about coming to Alverno as a new student? What do you think would

be important for them to know?

The major thing I think would be important for them to know is that

- when you come to Alverno you have to expect to work.... because they
do have the philosophy of getting women to become professiohals and
better themselves, you have to expect to work to get to that point...

\.

Why wouldn't you concentrate on it's an a)ll woman's school and
things like that?

Cause I think some one who is really interested in getting an education

it doesn't matter that much ... if you are really serious about a career,
and really serious about vour education something like that is not’

quite as important ... (Jennifer, Nursing, 1979, p.1-2).

A ’ 2 Q
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Justifying Learning as Relevant :
to Professiondl Performance and Wellroundedgﬁss

Students express career or profession centered rationales for their
education and view it as consistent with the college's rationale for the

curriculum, in other words, with the design of their educators. The

-

meaningfulness of day to q§y educational experiences of these students
is largely constructed upon perceived relevance of these experiences to

professional performance. Accordingly, they evaluate edugational

experience by criteria of relevance to an envisioned career or professiqgnal

. -~

context, Aﬂa some relate this to their identity of "becoming a professional"

¢

(e.g. Jennifer), not just an externally based "having a career." Students

Vel

-

consider it natural and desirable that they should prefer and direct most
of their ePforts toward those aspects of the curriculum most directly

relevant to one's career.

But this is not the whole story. Students also refer to Alverno as a
™~ i . .
liberal arts college. They consider their education to include "liberal

arts" and recognize "well-roundedness" as part of the institu%TDnal rationale

for the curriculum. The "well-rounded," "liberal arts"

background is
expressed as learning which balances the individual's professional educatian
so that one's carcer is not "all one knows'" or 'all one can talk about."

Liberal learning gets assimilated to students' career centered focus

in interesting ways, which will be discussed further on. Where students

Ld a t

.

are unable to find professional relevance for educational experiences, they
may feel justified in rejecting these experiences or criticizing their

inclusion 1n the\curriculum‘ ;V

DO
Co

O
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&
This thing with the curriculum now, what kinds of chgnges would you
really like to see? What are you working toward or torking for?

N

My major go%L\is to have learning experiences for students that r§ally
do facilitate nursing as nursing is ... I can not see spendlpg time

on a cultural paper when right now with nursing 1 should be learning

the physiology and nursing interventions and stuff. I should be
concentrating on nursing and not on something that has very little
influence, as to what I am going to learn. What is most important

for the student to learn and to act on thzse, and that is where I am
coming. from when I make my suggestigns. hat is it that the student
needs to know the most about right?now to be able to make them work well
on a unit? And that ?s something that has little i{nfluence on their !
learning in that way (Jennifer, Nursing, 1979, pp.15-16). s J

...1 took an integrated competence seminar and I could sez what they're
trying to test but I thought ... 1t was really dumb. It was right
before recital ... I should have béwn practicing during that time.
I had to go up and pretend; I hate those pretending ones. I couldn't
picture myself ever doing that, it didn't relate to anything I'm
going to do .... They said '0h, someday you may be a concegned parent
on a committee'.... But I'm never going to sit in an office on
Saturday and dictate my own letters and all the goofy stuff they have
vou do up there. And things like that, that really can't apply. I
can't stand things ... that I can not see any potential use f%i.
Here's another thing that will happen anywhere, I1'11 bet you; having
to take an education class that's so general that - like I had to take
a remedial reading class and I'm going to be a music educator
going through the class was very upsetting for me because there
was almost no effort for me to apply it to what I'm going to do by the
text we used.... I can't stand things that I can't picture myself
ever applying them. ... I still feel disgust when I think of the times
I sat in those classes and now getting out of them and realizing that
_ I'm still not going to use that much of them
(Eryka, Music Education, 1979, Pp.lS—IbX

At the same time, of course, all students arce required to participate

RN

in liberal learning courses that arc not specifically career related.

The competences are, by intent, generic. The competence criteria for

performance may be quite specific, but the student is expected to infer
4
p

. . - 1\
the competences from criteria for performance, and to understand them as

generalizable, not only across disciplines, but across life domains:

. . . . E
educat ton, work and "personal lite." In order to be validated in the -

30 | E
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competence levels, a student will find that she must enroll in courses in

i

Arts and Humanities, or other traditional liberal arts courses since
certain levels of certain competences can only be co@@leted in these
courses. Students often understand that the availability of certain

competence levels 1s strategically scheduled to ensure that students will

& .

have a KWellrounded” background, and this experience may ultimately

>

elicit a rationale that "wellroundedness' or personal growth is a

positive value. . : .
, ¥
Learning ‘experiences have many forms, two of which were just described
by Jennifer and Eryka. Competence validation may be awarded for meeting
the criteria of course assessments. More often, projects, reports or

other kinds of performance modes are involved. Most of these learning

experiences and assessments occur in the context of courses and many of

_these are part of a student's major curriculum. However, where learning

experiences occur in the context of the stdgg;f's'major discipline, they
may not be concerned with actual technical knowledge of a given field.
Such was the case with the '"cultural papér” (Valdiug'cpméetence) referred
to by Jenﬁifer in the preceding excerpt. The cultura1 paper 1is assigned
as part o% the Nursing curriculum. The curricular rationalesr is that an
exercise 1n the auar.. of value systems of other éubculturqs 1s an

approp- = part of professional (as distinguaiheg from the purely
technical) education.for nurses, who often mﬁst work with people of
different bifkgrounds. Such an exercise @&rtains less to the technical
knowledge of nursing, than to the social context in which it occurs.
Students vary in the extent to which they understand such excrcises as

relevant to professional performance and can include it in their definitions

of the study of "Nursing."

‘ 0 31
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) /
More often than not, the requirements for,exposure to a varicty of

subjects and especially the requirements for extensive involvement with
‘ §
demonstrating competences -in a variety of disciplines; lead students to
the expressed concluéion that a lot of their education is, in fact,
relevant to their professional education. Students develop a justificatory
system which ultimately assimikFates all kinds of learning (i.c. the subject
matfer of a varzety of disciplines and the competences) ultimately to
career or professional performing, thus drawing institutional conceptionsw
of iiberal learning into their focus onm education for work (usually called
either "professional' or 'career" preparation by students). Students
percelve that some time is spent in class, for example, going over how
subject matter and/or competences "apply'' to various careers represented
\ ‘ I
€%N§Q¥ the students in the class. Students, moreover, sometimes e¢xplicitly
attribute their own justificatory rationale to the institution. It scems
apparent Phat students see some Llnstructors helping students to 'F%late”
various kinds of classroom work to future career contexts. Whether with
the help of instructors or on their own, students develop a rationale for
o
the usefulness of learning in professional performance. The competvnces in
particular are justified in terms of expected contribution to effective

: o
professional performance.

How would you describe the rationale fox the Alverno Learning Process?
What do you think.the educational goals of this kind of a program are?

1 think the goals are that, ... from a nursing perspective because
that is my main area ...to be an effective nurse, you have to be able
to integrate the things that the competences bring out into your
nursing career;‘éuch as social interaction, communication. Those
kind of things you do every day in dealing with your patients. The

\ ability to analyze and problem—-solve. All those things are necegssary

) to be effective. Also if you are ..w_going into administration ...
if you want to'be a professional type Rerson in which you are able to

e S s
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deal well in situations and feel comfortable dealing with different
situations .... I think you have to'be in touch with where you are in
terms of the things that the competences test for ... your analysis
ability ... your ability to stand up on your feet and give a speech ...
being up on current events. All those things are important in a well-
rounded person. (Leanne, Nursing, 1979, pp.4-5).

~

Well, I just think it's going to benefit you in the long run., When
1 graduate I'm going to be able to analyze and pro%lem solve and be.
aware of things I would have never been aware of if I wouldn't have
come here. And I just learned so much befng here ... and just applying

.~ it to my career is going to be really good.(Noreen, Education, 1979,
pp.8-9). S '

: \
General 'well-roundedness' secems to be assimilated to a student's

conception of "professionalism'” (i.e. career relevance) and to becoming

a professional woman.
> T%

From Alverno's standpoint, how do they view the ideal graduate?
How do you think they want people to turn out?

. "~
Well, ideally, having knowledge and being able to use it in 'many
areas. And I guess I would -have to add to that professional, that
hopefully a graduate frén Alverno would be a professional woman
whether she is a nurse or teacher or manager or whatever. That 1is
probably the ultimate goal.(Barbara Sue, Education, 1979, pp.8-9).

What does that mean to be a ﬁ;ofessional? What kind of definition
would you have for a professional woman?

I would think that some one who is professional is well-rounded
I mean well-rounded academically but not just concentrated in one area

like husiness schools ... but have 2 broad sort of background, a
broad Liberal Arts sort of background. (Barbara Sue, Education, 1979,
pp.8-9) . .

Students speak broadly, if not specifically of the relatedness of liberal
/S

<

s
learning to their career fields.

...I think they teach you to pick out thase things like the main
ideas ... that is why they have essay tests ..., to get more theory and

the basis rather than, you know, details.... the whole basis of the
program is they should be able to write papers based on these ideas....
pick a basic_idea, relate it to something.... That's another thing with

these CLUs /Competence Learning Units/; like the Environment and
Contemporary World and Aesthetic Response, you can be relating to that
. your field. Most of my CLUs are now relating into my field, Med Tech.
I think that helps prepare you for what you're going into.
(Virginia, Medical Technology, 1979, p.7).

ERIC 8
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...We don't only have Nufsing, but we do have to have the writing
and interacting and outside courses - Arts and Huimanities
(Bernadine, Nursing, 1979, p.4).

How do you feel about that?

.

I thinK it's important. Like in some of my classes that don't have
anything to do with nursing, they still bring it  into Nursing

pl

and T can see a relation to it.(Bernadine, Nursing, 1979, p.4).
<
-0

There are certaln oxceptiiﬁs in the pattern of consensus regarding
. }

-

career relevant justification of learning. Some students are rdther
o . . B
mode selectively sanguine about career relevance of' the competences,
-
Hap-at least the learning experiences representing them. They see some

learning experiences and assesSments as useful and regard others as

] .

lacking in applicability (e.g. Jennifer above, on the culture paper)
é ' ' ¢

or even as outright senseless (Eryka above, on the Integrated Competence
r P ] .
Seminar assessment). It 1s noteworthy that these stddents express

dissatisfaction with those learning experiences or assessments for which
they can not find career relevance, and that this 1s consistent with the
general pattern of the justificatory system. The most outstanding case

in this regard 1s Lena, the text of a Nursing student. Lena does not,

Lo
3
ey,

in.thg course of her int?rvigw, justify the éompetences by their
professional applications. Lena also expresses thq most dissatisfaction
and outright unhappiness with her education of anyone 1n the sample.

_An important pattern to be noted is that half the students (7 of‘the
13 in the sample) speak‘gbout learning outside of their field without
reference to 1its usefglﬁéss. A number (3 of 13) express intellectual
curiosity and satisfaction related to encountering ''new ideas' and
broadening one's awareness, without simultaneously assihilating these '
experiences go professional performéncqIr Awareness of general education

r.éswlééfhingjfégpité;owﬁ”saké is probably not as impgftaht té a
ERIC | B
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- - .
construction of education céntered upon professional preparation for

#11 students in the sample. The other half of the students (6 of the

13) in.this sample do not, in the course of ‘their interviews, refer to

© learning in content areas outside their major. If they do, they

mention it to show how.it ultimately relates to th%if‘professional
preparation, or alternatively, to express df;interest. Practically all
students justify educqﬁion through its relation to career, and half
additionmally express intellectualfcuriosity and broadening their
awareness. This 1s some indicatign that students' initial justification
of education @s.preparation for work gradually takes on a concept Sf

[

education as "opening one's mind." That this is developmental is an
!

intriguing hypothesis to be followed in further analyses. Assimilating

N - 4
"wellroundedness" to one's concept of self and:{¥bécoming'a professional"

“ o
e 5

may be a first step in beginning to understand the v " college as
"opening one's+=mind," as personal growth. e
A ) . -
Students believe that faculty encourage development - ‘rationales

. . i
justifying learning developed by students. But it 1s possﬁ?le that
students learn to repeat or model this rationale without making it part
of their more internalized belief systems. Do these students reall
believe that liberal learning will erhance their performance of
professional roles? To what extent do they understand the extended

S . . . ./
context of ‘professional performance implied by this rationale? We

cannot conclusively address such questions on the basis of interview

\

The use of the word "professional' is a case in point. Students
may use the word witHout having internalized the characterizations commonly
associated with the term such as social commitment, life long learning
and continual development of one's professional & 'Ities.

\
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texts alone. Perhaps students ip the sample were using the "appropriate"

~
1]

language common to faculty and students.
There is little reason to question the origin of the students'

rationale career relevant orientation to college education. What 1s of

interest is that these students have come to assimilate ways.of
i .

fbarning to their understanding of professional preparation. Perhaps

i
J

, o .
the best €vidence that these students mean what they say about

curricular learning is that they criticize those portions of the

curriculum they do not see as fitting the pattern. This implies
' &

acceptance of most of the curriculum as justifiable according to

similar criteria. Whether students have internalized their justifications

quite thoroughly or not, these are, in any case, a part of their

S

interpretation of their edbicational setting. 1f the rationale students

v . . -

give the interviewer is not really what students have internqlizéd, then
it may be what they believe they are supposed to think. As such, it is
an equally important aspect of understanding the educational system as

it 1s understood by students.
\

\

«A more precise interpretathon must be left inconclusive for now. It
is nevertheless possible and worthwhile to pursue further precision in
the patterns by which the rationale unfolds. To describe these patterns

is to raise more incisive questions about their interpretation.

» ’, '
.

‘The Meaning of Relevance

Understanding Ways of Learngpg
Within any discipliné, we can distinguish several possible ways of

o : ’
learning. We can speak of "content," as Alverno students do, or

. L. . T ~ . .
substantive knowledge pertaining to a ficld of study which include

............. | 4 )
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observations, concepts, frameworks and theories that structure thé::>

%

j >
domain of a field. ,(In addition, we can speak of meéthods, processes,

skills and abilities that pertain to practicing a gi&en discipline;
‘ S A .
PO S -
how-to—-do Anthropolagy, Philosophy, Management, Physics or Nursing.

. LU . . .
The competences do not fall within either of these categories, but, like

*

1

the,diéciplines, incorporaté both. -
In thef} Fhéories of program rationale, Alverﬁo students Qpntrast the

learning of "content" with the learning of "how to use'" or "how to appiy%

what one learns. A general assumption appeafs to be that learning is or

/
ought to be useful. The students regard the Alyerno program as

concerned with teaching them ''how to apply" what they know.

They're trying to get you ... to take what you've learned and be
able. not to just kfjow it bt 'to really do it, to be able to apply ™
1t to a lot of different. situations. That's the big thrust around
here is to be able to take what you've learned and apply it and

be. creative and :hvink ~7 ner ys -f ¢ ‘ng thir

(Eryka, sic - 19 Ip 2

From Alve. '0's standpc 100 90 . " the igear _ -duate? How

do you think they want .=:5le 0 tu. o o

Well, ideally, having knowledzz and being able to use it in many
areas. And I guess I would have to add professional, that hopefully
a graduate from Alverno would be a professional woman whether ...

%pngrg§ or a teacher or a manager....(Barbara Sue, Education, 1979, p
Do you mean that the competence based learning program appealed to you?

Yes, the ungradedness of it, like moving through at your awn ind{vidual
rate ... The emphasis not on accumulated knowledge but on dolag jsomething
with the knowledge that you have.(Barbara Sue, Education, 1979,7p.23).

How would you describe Alverno generally?

e it is a small private school, a woman's college which doesn't

give grades‘but is based on a competence system ... I usually give a
.few examples of how here we are taught to analyze and problem solve
and apply those to our classes so we will be able to use them when

we are out in the world after we get our degree. So that is basically
how I would describe it.(Noreen, Nursing, 1979, p.1).



o S

)
o

In these excerpts students are talking about how they understand the

e

¥

urposes of the curriculum: to teach them "to apply,” "to use," "to do
purp L Pply »

-

something with," to '"be creative and think 'of new ways of doing things"
, N ,
with one's learning. The language they use indicates that the students

mean this in an immediate and practical sense: to use what you know
in "a lot of different siggations,” "out in the world." The competénces
are frameworks for use; theories for organizing information, judgment

{

The. following excerpt shows/ﬁgw a student justifies learning on
: . -

L7
and action.

™ . -
the condition that she can see sofie purpose in 1it.

-

Do you think that the change in your attitude has affected your
learning? Do you think there is a relationship there?

< . J
Yes, because when you're happy with what you're learning ... it's
not ‘a chore to do the projects. I can see, if T didn't understand

why I had to do a valuing project on a different ethnic or cultural
group, I would be ranting and raving and rejecting it completely. ...
But if you can understand why you have to do it, why understanding

your values are important, you're going to do it a lot more willingly.
You'll get something out of it too (Julie Lvun, ‘ursing, 1979, p-13).

This student wants to understand why she should learn what_she learns,

and how it is important. "In other words, she wants to find a purpose

-

for learning, say, about subcultural belief systems.

Learning as Content

"content" or substantive

Alverno students recognize a domain of
L ) A
knowledge that they view as a basic core of their discipline. A minority

ﬁg studentd in this sampler(a of 13) regard their curriculum as somewhat

deficient in the '"content," "basic facts," "theory," or "book learning"
, P .
of their disciplines. The competences may be seen as 'extra," non-

disciplinary work that competes for their time and attentiom with the
. learning of their discipline. For these student#; learning is equated

with what is learned; "real" learning is understanding conteng.

¢

E[{I(j , - , :3<j )
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... I can see the point, jof it but still my-neéd'isn't getting accom-
plished in the meanti ... I'm talking about like reading. I'm

doing so much paper wo I'm hardly doing any reading at all. If

I'm not doing any reading how am I going to do, you know, I have to
take time to do the paper work, but the paper work has to do with
what I've read and how I'm going to apply that. If I'm typing all
the time how can I take time to look at a,book to 'see what I' m going
to say. You have a 1li e time to do tha} but not to let it really
soak in. You look at a theory here and a theory there and'it doesn't
soak in,but yet I have to apply that. I have to write about how [
would aﬁply that ... If I don't really know the theory, how can I
apply it? So I'm really just wasting my time writing up the journal

when I could be reading (Lena, Nursing, 1979 p.11). : >
If yodcould have your way, how woulquou change Alverno to make 1t &
a better program‘7 1 .

.+. What would I do to change ?fverno" ... I would put more emphasis
on content 1in classs;j..(Lena, Nur31ng, 1979,. PP- 17-18). : ¢

... I need to feel that I' m doing the best Job that I can. . To do -
Fhat I really need to do some learning, that's what I need. o
(Lena, Nursing, 1979; p.20). " o -

More of the kind of learning you re délqginow or somethlng different?

More of the experience but also ... there's not nearly enough of the
beok learningsand there has to be a lot more of that
(Lena, Nursing, 1979, p.20).

-+« Sometimes I think maybe there should be even more emphasis on ..,
like tests. There are very few tests around here and the emphasts Is
taklng what you know and applying it in different situations that:

you'll encounter. ... But on the other hand, are ydu really learning ...
sometimes Iwonder like in my area are we really learning some of thgse
just basic things which we can build on. -+ Sometimes I think Alverno
lacks basics because they' re trying to get you to be more advanced in
--- using your skills (Eryka, Music Education, 1979, pp.7 8).

-

s

- .-+ I think 1'd make sure that some of the music theory courses had
basics that people need and make sure that there was some of those
basics going on 'cause you can BS your way through a lot of abstract . ..
things and a lot of applications, that's easy to do. And sometimes
you need more .of the facts. It's harder ... to get some basic facts
down and drilled into your mind. Cause you can make up stories
until you're Blue in the face about how you can apply this and that,
and that's easy to do- (Eryka, Music Education, 1979, p.20).
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While students generally see the competences as career relevant,

they may see the competences as less crucial if content.or '"basic skills"
' : » L
are perceived to be in competition with, or the whole of the domain of

H

concepts, theory and skills pertaining specifically to a disciglideA

. ' In the overall pattern, however, the role of '"content" or substantive
knowledge is to.be used in perforﬁing.' Substantive knowledge is

assimilated t%RproceSses and skills of one's discipline and {o the’

competenceg.

. ~ _ ‘ -

' Well, %I think it's the program]'skill'oriented rather than content
orienfed and it looks at process, you know, you got the answer to”that
problem buf how did.you get that answer ... and what did you do in
getting that answer that you can apply in other problems like whether
it be a Math problem and you're applying it to- a Psych problem, or
within the same content area. ... Basically, it's teaching thought
proceéses and then:.generalize them into the areas would ‘be the work
that you do in content areas. That you may not ‘only do a Problem
Solving cofipetency in Math but maybe in Management or maybe in
Religious Studies. You then.generalize that process that you learned
Barbara Sue, Education, 1979, p.8).

-

Learning as Process

" A number of studentsf in certdin of their/etatements describe 3

learning as doing.

B

..1 don't think that their lecture should be word for word‘likec%zlh
material, I think they sﬂggld get group involvement in lecture and
experience.., I had one instructor.that would-explain everything ...
we would read something, she would explain it to us and then she
would give us an activity work-through and 1 really learned through
that because -you experience what she is talking’ ‘abcut.; It relates
more to a person if they actually do it than just to hear it lectured
at you. I know through my experiences, just to listen to a lecture,

. .you just start daydreaming.” "'You don't really learn anything. .
(Pamela lee, Library Science, 1979, p.3).

~
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Jennifer values experiential learning where she takes an active role
§
"

to "open up and take in," "sit back and look it over,"

and then "try it
and sce what happens."

Have you changed in the way you approach learning since you have come
hvr}- ]

When | came here ... I think I have learned in a lot of things from ...
what I saw others doing ... now when [ sit back and learn again it'sg
the whole thing ~here | open up and take {n as much as [ can take in
about any tvpe ot situation, any kind of learning experience and then
sit back and look it over and then go out and try it or watch some one
else try it and see what happens. Usually what 1T will do, 1 will po
out and trv {t and see what happens. (Jennifer, Nursing, 1979, p. 1Oy,

»

[ :)ycriklll}; about leacualuy . Lhese studenta are descelbling leatnlny as a
L
process thac tnclades Tactaally doluy 107 and Tpolay oul and L\.k‘v)ny, 1t

lhese studenta are ludlcatliny that Lhey capect Lo \15: 5“”'&,‘21?&3 BLLh

N,

learning . and that learnlag 1o a process ol !,-)Q('ri(:m:in;',, reflecting, and

cxperiment /,-
: s

What kinds ot challenpes has being here at Alverno created tor you’
v
Well, I think academically the ehollenge was to apply that "fact”
Foowledpe that 1owas used to using io the past, I think that I was
able 1o do that ... in high school L. but was really never demanded
‘ to do that. So now new demande have, vou know, torced me to pertorm
in that way. to concentrate on the thoupht things, to speak in front

of a larye proay and thinpgs lTika thato. . (Barbara sue, Educatfon, 1979,

A whia o 1e R | witl, Jeacolo, 1a Lo o analallote To o i cenmen
~

AN

anel aktlls of one s ataotprine, where learntoy, nctoades the techaioal

Lnowdedy e o one s viebd o 2y to aenieni bate it to the competene e uhach

Piml  cme 0 L e Lo per v
Loarnange How toefer ton, { //»’
N, ,/'
Phe predomraomt theae oo thene antereisay Costy tn Tearnens Mhow todo !
o per o, Vhoen srade ot sopeal ot vhiae chies e Tesoned D e Lo
[ A N iy, ot IR RN I \vlulr.lhll' (IR v e tall o
Bover ot o o e o, P Lo oo of Toarnrie aaed b rhe e s tadent
e I
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is focused on iLs usefuluess.” Whep they are not speaking of learning
technical knowledge that will enable them to practice their digciplines,
theyv nrc,sPUHRing of learning how to perform according to competence
frameworks. Other kinds of substantive knowledge may be spoken of in

relation to onc or the other varicty of applications., The following

excerpts provide cxamples of the kind ot reasoning by which students

sometimes telatee llberal learning to thelir pIUI“HSEUHb

/
Yoru el a morte varled oducatiton ! here 10 would be very ¢asy Lo
teac b nars1ny and notthing elses 00 Bul because of the competence
Fevel nnits vou learn a Lot of cehe skills, a lot of other things.
Amdd 11 vou haave to Lake Contemporary Jewish Thought for a /U
JCG peten ¢ Leaaning Ynl[/_ well, vou pet your CLU but é:orv's a lot
of other things vou pet out of ¢lass that TT1D be able to use 1n my
Gueadng because T be caring for Jewrsh pe®le and having been
In the clana, IT711 he more aware ot what their religion ist how vou're
poiny to chanpe their dictary program to-fit into their velipious
bediets and atl that (indie ! T R 1979, p.8y.

Fan vou tell me how a4 course

in Arts and Humanit ies mi&h; benet it
YO nar se’ i o

!
hecanse vou constant ? have to be creative and T think that teaches
vou creativityv, Yoa're walking ripght into problems, hew are

'

vou petny to o deal with that, or (it o small child, how are vou
volay to o provide tor them waves to be active in the hospital. ..

You have to he Co0 creative thiat way. 1 thinkg you become more
et d U ive to vt eativity beiny Txposed to the arte. o0 in evervday
Pt Soovoutd teel mor, «Hm'nl!Jhlv‘lJlleﬂ about thing:s (.0 at a
ool party o cometbhiing, and po o oh, Toremember that o oand then vou
can tallk o aboat that too, You're not jast sitting in a4 corner aand

thitur oy abont saryery all the Hw'k'WIi"i.'ﬂ‘.‘ sine . 1979, pony
]

o o wore trequent line ol veasoning, "ase™ or Mapplication™ of

Featiing, rebers to Pa compet ence s, Fhese are what ane Titerally applicd

tor worle aod otber Ty cituattons whoen one looks ot tirst hand tectimontal

teportn ob students o the ample. e competences are contral fo Choe
Sharactur i ol Tabntoe Loo per ot Phe dwpbication oo that other binde
ot cabectae ve ool edse s obelea at o, vebers s comc e pt 0 b aeson b

’ A
Pheor e, vl oo o, are accame bated o compaetences wuhireh bactare
fenrnine how to perlorm oot v the tole of abatantrve bnowledeo o

e | =
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i)
its use as constructs feeding into the interpretive structure of the

competeggesﬁfor the organization of judgment and action, or theorv in use.

R

# I{ one welre to rank ways ot learning according to the order
\

given them by students, the ranking, from highest to lowest would

probably be:

1. Learning as content (technical knowledge) of all kinds pertaining
to one's particular profession.

Z . Learning as process that includes expericncing, reflect ing and

testing out,

) Leatulng houw Lu petlvim compelences through lecarning expetl lences

perceived as relevant tu professional role performance,

- Learning substantive huowledge ol other fields perceived as
potentially related to professional performance, through
competences or otherwise, which may also contribute to well-
roundedness and opening one's n'&&(l.

2

5. Learniny, substantive knowledge and demonstrating competenc 3\,
not perceived as applicable to projected lite contexts.

Such ranking is vudoubtedly a simplistic device, but it shows how the
¥

two principles of carcer relevance and usefulness Appear to combine to

‘determinesthe perceived meaningfulness of learning for these students,

lhe gquestlon that arisces 1s preclisely how in what manner the competences
i I , B

Lol to be pearcetl e d as relevant Too the atudent 's prolessional performance.

Uteder s rand ity the Relevanoe ol Competence

to Proteasdonal and Peronal Poeartormaomee

Flie competences theroelves e antestal to the pract e ot o
discipline or protession and thew oae e taneht in relation to hypothet ical
proftesaional contest - Ihe competence detinitronn are gencrallbe nor o pan

ol the intornal oo eonvent tonal Lovdees of wabstantive bnowledpe pestalning

#
o the protenrons b these stuadeat o ree o dicaaplines teach
sub o\ anCive Trovled o nd do ot copbacant e vdent by conpetonces o b tae.
.
) 2
;\‘ ‘
N
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These traditional aged students have probably not yet developed
precise conceptions of the mére subtle demands of professional roles
known to experienced practitioners, and are not far enough along in
their field experiences to envision highly situated professional
applications of the competences. Students become aware, however, that
nursing or teaching or any other profession involves situations in which
one must solve problems, interact with other persons, and make value
cholces stuflents will have imanes of the more typical situations in

\.
thelr prolesstions but these are not the sawme as the images of an extensive
and varled tepertolie of protessional pertormances held by an experienced
practitionc: lhe 1elevance structures tor these two groups are most
. L 1
likely ditfercnt.

Ve can not assume that a student's pervception of the competences as

relevant to her profession is based upon a verv precise understanding of
- 1)

what the non-technical context for her profession actually is., Sowme

. 2
students, particularly Nursing students, comment that they learn
hyvpothetical applications of certain competences.  Hypothetical cases
and Comantntoated cxpertences related by facalty wost of whom have been or
AL e practlolp, . support stadent s (ll'Vt'iuPIH(‘ll[ of o rationale of relevance
for the competences.  Bat these are but one part of the story.,  We would
Tilee to lnow what tirst hand cxpericnces stadent s bave that account tor o

belict that competences will contvibute to one’s adequacy in futare

\

ot ensiogal 1ol
| P

' e . . .
Fhis 1o borne oot by dbaculty cxpericence with non traditional aped

Stadent o, wito e o e kel y to o see velevanee pmediat el oy

o , L
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Understanding Competence as Categories
and Rules, Skills and Processes

We can not assume that an entirely sophisticated understanding of-
the competences at this point underlies student's perception of usefulness.
: j
The minimal level of understanding necessary for validation at the

beginning competence levels requires-‘that a student understand the
competences as steps for making relévfgnships and rules for performance.

The competences are meant to be more than this, and a few students in

1
the third interview did give convincing evidence that their understanding

¢

transcends categories and rules.® "Competence talk'" in the interviews

cf*

describes studenls experlencing the competences as applying categories
! .
and rules, and tollowing steps; or else theykiﬁeak of competences in

S e : 6
general terms so it is difficult to tell what they mean. = Some examples

of typical "compcgéncc talk" follow.

From the standpodéat of Alverno, what do you think the ideal Alverno

- . N \ i , !
graduate should be Like! .
Well, TI'm sure thev want vou do be educated in your field. ... and ...
& they feel that you should be ready to deal with anything which comes up
and vou should be able to get altong with people i talking to them.
Like in our Communications skills, know how to talkto a person and
- how to undersland them. Like in our Social Iateraction, we should
know how to paraphrase ... what a person is saying. S()mot})n cs when o
person is talking you may think you konow what they are saying” but maybe
vou have a different interpretation. ... S50 it teaches you to pet an
understanding, and they should get an understanding of people. cop S0
I think they've petting vou so you can deal with the people .
"Cause people have all kinds ot ditterent ... instinets and charvacter
intics, aud T othink they try to prepare’you to deal with each one ot
them. o0 try to o pet an understanding and know how to communicate -
with people... (Beatrice, Nursing, 1979, pp.8-9).

3

' . » ':.
\Jlllln' the intervicewer proocd tor examples, not all student oboerva
tion: were probed. fhack of cxamples con also, however, be evidence ton

levs coneeptual complesity, \

g0
Q )
ERIC
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For cach valtidation we-contract for a class, you are exposed to or
given learning experiences that will help you achieve validation. ...
Say one of your validations is English, and you are analyzing a storv
or something. Okay, learning experiences are experiences that help
vau analyze a story. What‘iswneeded in analyzing, the story, how

,d$ you pick out cérpain things in a story, induction, deduction,
“things like that ... (Noreen, Education, 1979, p.12). :

... even if ... vou have'a peréonal problem yourself or a friend has
4 personal problem ...' I find myself going through it, well what is

“the goal, what are the alternatives. So that thinking that may be
“taught in the Problem Solving competence can generalize to non-

reademic situations and into areas of my personal lite and into areas
4!;L5r(,“'l can help other people. ... (Barbara Sue. FEducation, 1979, p.25),
T o

1'111“ very plad thev made us get as many Communication assessments

thdt "we've had. ... speakiung | really value the most because | was
alwavs petritied to get up and speak in front of people ... and 1

can see where that will be usetul as a uurse.  You never know what
situations you're going to end up in, you mav be asked to give a speech
sometime, ... (Julie Lynn, Nursing, 1979, p. 29).

In terms of Alverno's competence ... I ... have had really good
expvriunceé_ in becoming more aware of myv awn values and how importnht
thev are s well as others' values and how important they are to them,
and the ixﬂngiovr[uncc of ~respecting values.  So that has been very
important to me; and Social Interaction, because it is an Important
part of “beiny a nurse.  But also to deal with people you have to
interact one to one and to be able to talk eftectively as well as in
a4 group, knowing how to function as a good graup member. !
(Leanne, Education, 1979, pp.18-19). , = .7

C o,

— [OOSR

What is the value o foAl verho with fespect Lo-your, present ‘personal

and .“irf';('_[,,,.ﬂ“j,‘.lﬁf >, : | :
5 .

I want to ‘get sut dnd work with people and so through Alverno I have

learned how to “interact with people in group situations. L have

learned how to problem solve, and if I'm working with people T haye

to problem solve.  It's people-oriented, the program.  It's oriented :

more towards people aspect and that's what ['want to po into,

working with people (Pamela Lee, librare science, 1979, p.IH)

Well, one ot “Uhe cight compttences is v;lluihy,, and Alverno teaches
vou to be aware that we all have values and teaches vou to value
ditferent lhin;}:;ltlmt you not necessarily would have valued betore.
I Fnglich clads there's o lot of valuing CLUs /(fum‘%-lvmw- Learning
thits/ that vou can obtain.,  And we are taught to value pieces,
Like stor fes,picl ot the valuaes in them, value worle:s ol art chat
we didn't normally look at, and value that there are things that we
should could valae that we are not aware of . And here they Ceach
von how to o vatue things, or how to Toolk at them .. (o oan gt clason
Fowas din we were piiven wordes of ot and we had to analyze them and
picle oat clhements ol the pieture, But. also we were taapht how to

value this pictuare appreciate it (Noreen, Fdacation, 1979, pp.9 10)

T,

N-
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How would you describe the rationale for the Alverno LLearning Process?

The: main goal is to produce competent women, who are going to be able
to .go out and face the world and able to use these skills they
have learned.... (Noreen, NurSLng §79 p. 9) o

Could you give me a definition for a competent woman’ <t

¥ [} y . - -

‘When I look at that word, I look at the eight c mpetences the ability

to understand and apply it to your career, your lasseg ... the only
thing I can think of offhand is being able to apfj\ly these;skills

And understand them ... I think it is basically that., Because that
is where I got the dtflnltion from, just. hearing it from Alverno.

['m sure they go iato it in morg detall but ... just able to be a goou
skillful competent person in nuyrsing. (Noreen, Vur sing, 1979, p. 9)

What do you think the educational goals or this program are?

.+« I think what ;héy're looking for ... when we graduate I think
what the instrnctors want us to-feel is that ... you are an individual
who can gommUniCate with people, who can problem solve, who can analyze
situationis, value other people, you can socially interact with other
people, yOU‘know understand the environment. All those competence
level units that you have to get and you've demonstrated, they know
that person ‘i's able to function in those areas....
(Julie Lytin, Nursing, 1979, p.9).
o
Some stddents are mgre apt to desciribe compelences as categories,

~.

\\

= a : .
rules,~skills and protvegses than others, and to do so more consistently.

An indicatiova ot puasiblc understandlags of competonces as skills and

k]

proucesseg boe. 1., l«_‘L.uL’lI«,l..h) SLodants viie o talk aboul thienm, llhicoe
~
students speak Tor exanple, ot learnlag "Low Lo problem solve or ot .

need "to problem-solve” in work situations; or they spealk of how nurses

"are always problem-solving.'"  They speak of "how to value things"” or "how

to value other people.'"  They speak of YMow to socially interact with

other people” and of being "a pood s;m:i:ll—inLvrnct'm'.q._'}? These and similar

construct ions ave comnon usage.  They inply that competenee terms are

1
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regarded as names of specific processes and that stuglents are referring

to these processes.

Understanding Competences 4as

an Integrated Theory of Action

The competence talk of students implies that they are beginning

to glimpse ‘the essentially interpretive and inferential nature of

cowmpetence. The competehces, taken together with their implicict
luterrelationships provide a symbolic network for organizing one's social
dqulverse and vne's actloun wlthin it lhe networh creates a structure of
vrelevance agalust which evenls ace lLuterpreted or defined, and judgments
wade . Whoen approprialely lutegrated, the compelences COVer lomellSe

territury. lhey provide a system ot categories and relationships for

interpreting social events,; they give systematic rational processes for
making judgments and decisions about action; they instruct in a repertoire
of skills for effective social behavior; and they coach for skills in

petformance aspects obf discipline related processes and techniques.  They

/.

are  1u shott, a kind ot theory ol social action,
lhe yueantlon Lhet 1o hiow anuch of this structure students underscand

s it pobal Lo Uliee ot otudcnts Jdo nout yel dapptal: to have metatheories

ol €he compelonees Lhat Lake 1nto account the existence of a symbolic or
incerpretive framework that holds the entire system together. Actually,
Laculty: do not expect that traditional aged students will grasp the

existence of an interpretive system, abstracted from its use, without more »

/’l'lw faculty have detined, and consistently work to improve detinitions .
of the competences (cf. Earley, Mentkowski and schater) 1980).  The
coupetences are not necessarily defined o ordinary langaape since they
represent constructs or abilitics that have been rescarched Lo greater or

Lesser degreea.  The term "social-interaction,™ for example, is wore
specitfic aud less tnelusive than the some term in ordinary usaye. |t

means Social ntceraction detined by taculty.

EI{I(? ) /TL)
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extensive life expe;iencés. What is expected is that students will

continue to develop their understanding of the interconnectedness of the
categories and processes of the competences within the system, and use thém
to generate . (and not only fﬁflement) judgment and action‘8A Problem Solving,
for example, might provide the student with a systematic, rational prgcess
for making a depisiuﬁ about what should be done. If she is using the
competences as an integrated system; the problem #tself is dgfined in terms
ot the olher compelences, and lmplementation of the processes would take
tnto account the categories anud relatiovnships that other competences have

p

taught her to recognize. For example, her understanding of the role of

valuing (as taught by the Valuing competence), her understanding of the
relation of events to their social environment (Individual Response to the
Environement), and her undetstanding of interpersonal dynamics and

e

objectives (Social Interaction) would be part of her construction of the

problem and plausible solutions,

Just as compartmentalizing the system at Tirst is critical to the

student's initial grasp of what is meant by competencg, understanding’
~
s

Lhese telatiouships rtequires Lhal a studeut decoupartmentalize the

compel ences and understand them as an lnlegrated network. [he Lextual

8Faculty have defined the competences as developmental, generic and
holistic, that is that they become characteristics of the pegson that
continue to develop and that transfer across situations. This is also
reflected in the definitions of the "six Performance Characteristics,'" as
they are called. The characteristics are: Integration, I[ndependence,
Creativity, Awareness, Commitment, and Habituality (this last refers to
the consistency with which a student manifests the other five). These
characteristics are not a tormal part ot the learning or assessment process.
That is, students arve not amseused and validated on these charvacteristios,
Thev are rather part of an inforumal tacolty record ot student development
through the provram.  The Six Performance Characteristled are, however,

ounteome poals of the propram. Tt crpected that the Tearning process

cwill resalt in stodent erowth toward these chmacteristics, med that,

in cenerat, students pradaating trom the proveam will be hiyhvl‘in these
charncteriastics than students at lower leveld ol the progiam.  Paealty
detine these characteristics and thetfr manitestatfons al "beplnning, "
“Jeveloping, " and Mpraduating” levels Goee Sectipn T o Resad ).

’

% ‘ A4
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evidence that students fully understand this kind of integration at the

“

end of the Junior year,is weak, but many students do give evidence .that
they understand at least part of the logic of the interpretive network,
and that they recognize, at least withyn its compartments, an interpretive

component. They recognize that the competences offer them ways of 5

looking at things, ways of understanding things, ways to be aware of what
is important.

You ate alovo allowed, thiough the competences, to learn
mot e about yourself ... the competences in a.way push you to 7
become a better, more defined individual or to get to know yuurself
better For example like Valuing, you are forced to look at

vout values and evaluate how you think and how you applyv thuse to .

what you do. (Leanne, Nursing, 1979, p.1).

1 sece Social Interaction and Communication as very important
because so much of what we do we do with other people ... we are
social beings and therefore those kinds of things are important
and ... when you're working with people you have to ... analyze their
behavior ... you're looking at their behaviors and you're putting
them into some kind of perspective. [ think Analysis is very '
important because, again, it's related to other people and how you .
respond to them. (Barbara Sue, Education, 1979, p.28).

they helighten your awareness to certain lHings that they
teel will be important ... they make you aware of diffe¥ént life
styles, make you aware of other people's, so that you can fdentify
your values accordingly and know how to react and how vou will react
© so it isn't such a shock when you get into a hospital and you know
thit you can't relate to somebody who is black or something ...
vux)knqw already how you' e going to react. (Julie Lynn, Nursing, 1979,
. . P g .
How would you describe the ra%iona[e for the Alverno learning process!?
What do you think the ecducational goals of this kind of a program are?

To improve the person, to expand in all different directions: their
understanding of ditferent areas, ‘their Walues, to learn about themselves,
communication skills, the outside world, their environment, Lhiﬁgs that
you wouldn't learn on a grading system. Improve your awareness of what 1is
around you, inside you, yourself and how to relate to things.... How you
relate to the environment ... to the outside world, social interactions,
how you relate to each other on an individual basis, on the group basis,
and in the grading systems ... unless you take a specific course, 1
don't think you have cextra experiences in how to relate to a group and

. how to reach certain goals, and problem-solving skills. T am learning
that here and 1 can go into a group and feel a little more comtortable
than I used to. 1 know that for sure.camela Lee, Librar  Seience, 1979,
pah). Lo . ‘

M
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It is difficult to know to what extent students trandcend a

compartmentalized construction of competence. The meanings of competences

-

for the most part appear to remain bound to the more explicit step by

step processes provided by competence criteria for assessment. In the

excerpt below a student speaks of how her competence learning has helpe
r

her to aid a friend in a family.crisis. What is notable is the emphasis

on having a step by step process, one that transfers to a situation in

her personal life,

Yes, Alvelno made me 31t down dndlluul\ al the process 1oam goluy
throush, which T think is good because when 1 am able to dou that
then I can deal with each aspect of my Problem=-Solvifg or my

Valuing, or whatever. And instcead of trying to take the whole
thing and trying to make a Jdecision, vousdeal with each litele
part. First, then come to your final decision or whatever you

are going to do, which is good because otherwise when you deal -
with the whole thing just as a whole, not the part, there may be
things that you niiss; or you may be 'so bottled up that you don't

know what to decide because there are so many different stimull

coming in and you doun't know where vou're at. But when vou luok at
cach part you are able to deal with each par\ separately and .4 a

time and then belable to do ‘something about § And vou know that

a lot of work
through a series of steps ... (Jeunifer, Nursing, 1979, p.13).

your decision is based on a lot of thinking anc

Students are clarly beginning tolconsistently perceive the inter
telationship f)[ Valuing and Problem Solviug. Studegnts appear gcnerally
Lo huow how (o (alk aboul Lutegratlug LhcacuCUlllchcll(_cu In fact, ciltcala
tor asgoessiug level four of the valuiug competence supgesls a way to
interlock valuing in dociﬁion making, which is closely allied with Prohlem.
Solving.
The fact the students don't speak of thé competences as an iutegrated
symbolic system abstrécted'from compartmentalized procedures, is not
. ke
sufficient basis for concluding that the students never use the competences
in this way. But if they do, they don't seem to be aware of 1t yet.
tegrated performance may come first; internadized understanding lLater,
\i .
Sy
e
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Understanding Competences as Theory ,
for Performing in Relation to Context { )

Jhe competences are intended to function as an integrated symbolic

system for organizing experignce, reflection, judgment, and action.

N : ™.

Considering this within the context of professional role performance, one

could say that they are intended to function as a model for discretionary
A

pertormance, tor pertorming in relation to a context, for making

appropriate judgments about whal-to-do undet circumstances where the

capevlatlons ate awblpuvus. Studeuls have spoken of the competences

gfluatlly as processes Lol "how Lo do' things. 1t is true that the

Pioblew Solving compelence 1o a paradlgm for how tu-decide what-to-do,’ s

andjLudano kuow this. UL couise, having a procedure for defziding what-

to-do is not the same thing as knowing what is relevant, appropriate,

useful, sensible (including, for example, when and how to use one's

problem-solving model), under what circumstances, in which contexts, along

with the ability to creatively combine such ;yformation into a course of

b

actlion, Ihe gowpeteuces, taken Ldgcthcx, are meant to amount to at least
J

a basle Liamework for Lhepe kinds of judgments tor performing one's

alb1l1tlcoe 1 rclation Lo a paLLludlér contleatl

When st.dents speak dbdh% purposes vl competence-based learning they
3

otten mention its relevance to professional performance and they are apt .

to use phrases like '"adapt to situations," "deal with situations,'" "know

what to do in different situations”.or in "whatever situation arises.”
. . “ d “ I 13 «
The consistency of this language is so great as to indicate that this
v . .

lanvuage is part of a rationale students learn in formal situations.
puag |
Knowing what-to-do in novel or ambipuous situations is int cnded by faculty
- L]
. > L . - . - .
as a representation ot digeretionary performing in professional contexts,

4

: ¥
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It can be understood in other ways, houcuesr  thatr e e it ond

with the student's process bound and compartmentalized underst%nding of

competence. Many students appear to mean something like: '"In the event

that I should be called upon to give a speech or lead a group discussion,

I will be able to do so.'" Sometimes students also seem to mean that they

expect that somewhere along the way in their education they will have

been coached in what-to-do in the various kinds of particular situations

they are likely to emcounter in their work settings. They will have, in
. . \,

other words, rules fu:r specific situations, and they will be less likely

3

to encounter situations that are truly novel.

(6]

fhat competences do you value most!

.
I'm very/@ﬁég they made us get as many communication assessments
that we've had. ... sponkfng I really value the most because 1
was alwavs petrified to get up and speak in front of people
I can see where that will be useful as a nurse. You never know
what situations vou're going to end up in. You may be asked to
give a speechesometime and it's being able to speak and
communicate with oghefs, Lt's an assel vou can't do without.
(Julie Lynn, Nursing, 1979, p.25).

They want vou Lo turn out Sa that veoo cvan Jdo o your job well, so
that vou «an be at howe o wany Jufferent sfruations and whon
something new comes up 10 won'U surprise vou oo (Ervke,

Music bducaticon, 1979, pp 8 9).

o wauiurlr‘l‘ Jon glc'ﬁ&l_lb}' _Lrll“L‘ tatloinale T tho ol oot IG learnl.g,
process ... what do you think the educacional goals of this

kind of program arg? What is the basic rationale behind 1t
from your polnt _quS view?

I think to be able to recognize all the different ways of .
wanting to usce them professionally in some kind of

degonstration ... when vou are able to do that you are-going

to be able to adapt to any kind of situation ... I have been
taught all these different wavs ot being able to learn and
being able to do demonstrate what T have learned and 1

evaluated each one and where I'm at and which one I am better .

At and stuff like that. When a situation does arise T'11 be
able to say this is-what T am poing to use or this is what |
need td work on in this situat in\r\ S (Jenniter, Nursing,

1979, p./).
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«e. I've had méé;\;;sﬁructors who have been beautiful, real modeis for me,
just perfect. They do a lot of what I'd like to -see myself doing and they
are doing what Alverno values. I have an instructor right now who is just,
she 1s very assertive and very effective in the environment that she works
in. And just watching her and how she acts is one of the greatest ways that
I can learn. Having her sit down and say this is how I work in this sit-

uation ... they show you how they are able to do it. That's.the best way
that they do it. (lJoan lrene, vursing, 197%, pp.8-9). :

A n

... What do you think Alverno is trying to do for its students by havxﬂg'
this kind of a program rather than another kind?

b

Trying to get them ready or prepared for what they're going to rum into
when they are out and in their career ... because you have to solve prob-
lems, you have to analyze it, especially in Nursing, you have to be able

to analyze problems. You have to know your values so you won't incorporate
other people's value, or it will reflect your own values ... it strepngthens
you so that you know yourself and” you know how to deal with situations which
come up. That's why it's performing, so then if you get used to doing it,
uthen if something occurs when you're out there, you can deal with it. It
won't be like a shock or something that would throw you off ... I think
they get you ;eady 1f you run into something out there, you wod't be

l1iké surprised or unfamiliar with it. I think they're trying to get you
prepared for anything you may encounter ... (bBeatrice, Nursing, 1979, p.8).

N

-

to, be an effective nurse you have to be able-to integrate the things that
the competences bring out, into your nursing career, such as Social Inter-
action, Communication, those kind of things yod do everyday in dealing with
your patients. The ability to analyze and problem-solve. CAll Lthose things
are necessary to be effective ... if you ared... going into administration
if you want to be a professional type person in which-you are able to deal
well in situations and feel comfortable dealing with different situations
and adapt to different situations, ... you have to be in touch with where
you are' in terms of .the things that the competences test for; in terms
of your analysis abtlity, in terms of your ability to stand up. on your feet
and give a speech, in terms of being up on current events. All those things
, are important in a well-rounded person. (Leanne, Nursing 471979, pp.4-95).

v
Fe 3 -

Note in this text the typrcal listing of competences, and the way that

”jg 1 thxnk the goals afe /of the program/ ... From a Nursing perspective

effectiveness and wellroundidness are defined as a conjunction of terms. The

student speaks ol integrating, a term which might suggest a more global use of
-
the competences except that she iy not spealking of inteprating competences, but
A3

ol integrating them into hier professional pertormance.  Her later discuss Lon
of professional performance indicates a conjunctive relationship among skills

. . . , . . . ) . . . "

ad arcas ot knowledge.  The tollowing exéerpt similarly mentions "ttexibility
. ¢ ‘ .
. b4

in using the competences, and then pives the term a weaning that bimits 1t to

§
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responsive as contrasted to using an individual framework. In the cnd she

defines competence again as a conjunction of competences.
N F

v

When you talk about the promise ofxbeing a competent person, what does

that mean to you? . How would you define a competent person or what competence
is? - o ' -

I think ... one thing I would include in a general definition of competence
is flexibilitﬁy... some one who is cWmpetent in, let's say problem solving,
is flexible enough, you know, you may have a game plan ... I do this to solve
this problem and maybe half way through you discover it's not working, and
at that point you have to be flexible enolgh to give up the rest of your
game plan and say, okay T'm going to start over ... you're flexible in that
sense. Competence I would say is specific to each of the competences out-
lined. Generally I think some one who is competent in general has some of
the qualities of each of the competences, like they can interact and they
can communicate and they can problem-solve and analyze the situation in,
you know, various situations. I guess I think the Alverno learning process
sums up competence very well.(Barbara Suc, Education, 1979, pp-20-21).

Some students more closely approximate talk about dlscretionary

performance, or performing 1n relation to a context.:  In the following excerpt
N ' J '
a student talks about being creative and thinking of new ways of doing things.

. &,
Why would they have this kind of program as opposed to another kind?

They're trying to&get you ... to take what you've learned and be able not
to just know it but to really do it, to be able to apply it to a lot of
different situations. That's the big thrust around here is to be able to
take what you've learned and apply it and be creative and think of new ways
of doing things ... thé emphasis is on taking what you know and applying it
in a different situation that you'll encounter, lots of them in life you
know ...{(Eryka, Music Education, 1979, pp.7-5),

A similar 1dea 15 exprossed 1noa preceding oexcerpt where a Nursing student
speaks of hiow exposure to Arts and Humanities helps one (o be creative | so

that such #%posure might help her, as o nurse, Lo think ot ways Lo ocoupy

a

hnspitdllzld children,  Another norsines student talke about the ability to make
ctlective decistons tn her protessional ol

1 have certain goals of how I want to be a nurse ... I want to be able
to make the right decisions in situations, a decision that will be most
effective for the patient's well-being. I want to be able to work intelli-
gently on a unit. That involves a lot of things, like I want to be a good
couns@lor, I want to be a good implementer, [ want to be a good interactor
with the-team members ...' ! onitor . Jorans o s )

ERIC 90
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Accounts such as these are problematic UqchUSe while they hint at -an
expectation that education will aid these students in discretionary performance,
they do not explain how competences are related to this kind of'performing: as
skills that can be applied, as rules for behavior, as processes for making
decisions, as categories of awareness? Any of these might be a basis for
understanding competences as contributing to knowledge Sf what-to-do. It 1is
difficult to interpret these student comments as implying that competences
are understood as an intcgrutgd symbolic framework for orgauizing ¢xperieunce,

or in other words, a philosophy of action. ,Indecd, the last excerpt occurs

in the context of Jennifer's rejection of the "cultural paper' (Valuing

i
-

competence) as something directly relevant to what nurses really need to know ;
she s here justifying her belief that "nursing' learning should have priority.

Thus, her discussion of discretiomary performing might not be tied to the

k4 #

. . . .=
compe tences at all, cxcdpt that she seems to assoclate working intelligently

I’

Oon the unit with skills that are taught through competences, such as soclal

tnteraction skills.

The cvidence is that the meaning students assign the competences with
reference to professional roles is probably not constructed upon understandings
1) ot the competences as an integrated symbolic system for organizing experience,

*judgment and action, and 2) of discretionary performance in professional
3

e - J .
contexts:  The competences are spoken of rathev as compartmentalized processes

which are appropriate for transfer to performance ot cortaln aspects ot

——

professional role in the examples students relate. There is some awareness of a

interlocking of competences where students Learn integrating competences at’ the
‘

fevel of specitic processes.  In short, students' understanding of competences
dappears to be-as processes.  The next task at hand is to try to describe more

v owhaat students mean when they sav that competencss apply to work Situations,

B
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and what they say of thelr experiences in;achally applying them.

If we set aside the question of professibnals relevance for a moment,

and regard the testimonigls of students experiencing{?Ompetences'as
: 4

meaningful and useful, a pattern emerges. Students are talking very

predominantly about four of the eight competences: Communications, Social

Interactipn, Valuing and Problem-Solving. A fifth, Analysis, is mentioﬁed

in "analyzing situations' or "analyzing problems" but 1s not as clearly

defined with reference to how students have experienced its usefulness

in real life events. The following excerpts are representative of what

students say of their first hand experiences applying compétences outside the

classroom.

What competences do you value most?
that COMPEIBnues co yon = — =

I'm very glad they made us get as many communication assessments that
we've had. The writing, the speaking, speaking T really value the
most because I was always petrified to get up and speak in front of
people ... 1 can see where that will be useful as a nurse .:. it's
being able to speak and communicate with others, it's an asset you
can't do without... (Julie Lynn, Nursing, 1979, p.25).

So_you'd say communications?

Communications was really one of the better competences we've had .. ..
the Valuing competence I really enjoyed because it gave me a chance
to look at, say if I had a problem, Problem-Solving and Valuing
together are really like that ... a model for helping vou using vour
values to decide what vou're going to do. So like if I had a choice
between staving home and studyiny or poing out and doing some thing

I could decide, using mv values. So that 1 liked a lot. T've
learned a lot about mvself through the Valuing projects we 've had

to do. Ilike what we value and how that affects how we interact with
people.  (Julie Lvnn, Nursing, 1979, p..25) ;.

Does what vou are learning at school affect vour job or other
work experience?

Oh definitelv. Right now I'm in field experience for a semester
and just evervthing that ['ve learned, especiallv two areas -
cducation-wise cvervthing L've learned about children 1 can applv
while I'm at the job as well as learning to communicate effectivelv,
he a problem HMLVUY in the ¢lassroom, snxiAlks interact with the
children ... T can apply to the classroom. Thumxwﬂ,vkduvatiun‘
1979, p.2i). ' . N
@
5 .
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' -» «
There is one thing that really stands out ... the system of these eight

areas of competence. I find myself applylng this to everyday life ...

I've learned how to analyze things, I've learned how to problem solve and I

can apply it to everyday experiences and think back, hey, there's a process
to do this ... {(Noreen, Education, 1979, p.21).

I live in the dorm so I think a lot of the things that are taught at Alverno
are carried over to there ... the students I know at the dorm, like we learn

to problem solve, to analyze problems and how to interact with each other.

And I think those things carry over in that I can interact better with students,
at a higher level ... they're better able to express themselves and don't feel
as intimidated ... they are more assertive in:terms of what they want and they

can back up what they say than some of my other friends who go to other uni-
versities. 1237, p. 1 (Leanne, Nursing. 1979, p. 1).

Are there any ways in which you, as a persom, are different as a result of
your experience here?

I am able to communicate what I think better, to act in a group more effectlvely
... and have a theoretical base in which to do that and do it more effect1y¢1y
I'm able ... if I Have a problem, to look at it Systematlcally and take it apart
and be able to solve it instead of going, oh-my-gosh, I can't handle this
problem. I am more aware of my values than I was and what is important to me
and I am also aware of other people's values and I am more careful in terms of

‘not imposing my values on them ... I think those are the main things. (
(Leanne, Nursing, 1979, p.ol7). ‘
Does what you're learnlng in school affect your performance or behavior on the
job, *clinical experiences ... or anything like that? Is it an immediate
value to you when you're working?

Definitely ... Problem solving you are using that constantly on the unit. You

have a patient that is turning blue or something, you have to totally evaluate
that situation ... and make a decision on what you are going to do. The way

I have come to my decisions in the process I go through to make that

decision and it's all done because the CLU system plus my own personal
experience. I think the majority of it really does have to do with the

CLU's and the way I have learned to process information and act on it
through school. (Jeuniter, Nursing, 1979, p.22).

Does your work experience have a

‘ Lour ny effect on the way you approach learning
in school?

1 think it does as far as what I expect to learn or
as learning. When I am out in the unit,
physiology and the intervention ... is really big ... I'guess in a way it
also reinforces what I have learned as far as our process, again, of

making decisions and interacting. So it reinforces me to keep working on that.
Coenniter, Nursiong, 1979, pp.22-23). '

... prioritize as far
again that's a place where the
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««e the things I learn here, ... sometimes I use them in evaluating people

or ... in dealing with people if they have a problem ... Like they teach/you
here to listen, don't just jump in and give your opinion. Listen to the
person and see what they're really saying, get out their feelings and get

to understand them better and try to get them to answer their own question ...
don't answer for them ... I try to do that. When I do come across somebody
who wants my help I try to do that, get them to answer their own questions.
And . . like T said I use the communicarion skills when I'm talking to people
...11ke when I went to the hospital I was applying those communication skills
...'cause they watch you to see what kind of abilities you have and how you
conduct yourself. So I was using the abilities I learned here there and I use

it at home ... just talking with m y family ... I just use it, in everyday life.
(Beatrice, Nursing, 1979, pp.21-22

««. When I first came, I hated it ... I said well how come we have to have
this extra work which we don't need ... I figured what do you need with this
Communication, Social Interaction, Values, just what is this7 ««s« But now I.
can understand it ... I like it better. It helps me more 'cause now I'm able
to communicate better with people and understand them better, just by this
program here of the CLUs and things because it helps you i understanding
people and understanding yourself and how to do things.

(Beatrice, Nursing, 1979, pp.l1-12).

You had mentioned your friends leaving, the high tuition also, were there
any other reasons you had for leaving?

No;“the other reasons kept me here, the CLU sysiem, the faculty, and the school
itself and the atmosphere, the environment here.
(Pamela Lee, Library Science, 1979, p.5).

w
Could you clarify for me why you like CLU system?

Because I feel it is bettering me ....with the CLU system the "1Us are based
on improving me. Especially the CommunicationsyI feel has r:all  helped me
get up in front of people and talk -- speeches, \I like that, to have learned
to do that ... (Pamela Lee, Library Science, 197 p‘S)‘

Do you see any kind of relationship between your edhqation and your
personal life?

Yes. Problem solving. I can solve problems in my own life. I learned
how to interact with people and so I can do that. Assertiveness. 1 am
learning those skills through courses and the CLUs, and that sure helped
me in my personal life. I'm learning to look at myself, my personal life,
and see what I want and if I'm really working at that.

(Pamela Lee, Library Science, 1979, p.18).

Which competences do you value most?

Communications, speaking, Problem-Solving. And Contemporary World ... I would

like to do more in that area ... I would like to be more .informed.
(Pame:la Lee, Library Science, 1979, p.22).

-
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They have been most beneficial to me, expanding my relationships
to other people; Problem Solving, you are going to have problems
in life and this helps'the way, to teach we now to work with

these groblé@s;vCommunications, I wasn't ready to go around and .
talk with people. And Contemporary World just to improve myself,
become more aware of what is happening ... (Pamcela Lee,

Library Science, 1979, p.22).

In the preceding cseorpts, studonts have to-ti Sod o their andividual
experiences of the usefulness of the competences, sometimes with reference

to work settings (e.g. OCEL's, clinical experience, field experience in

teaching, a job interview), and sometimes with reference to personal life
Lo “

episodes. A point of interest is that the reported experiences of meaning

and usefulness are of identical kinds for both contexts. In relation to the

competences Communications and Social Interaction, students report feelihgs
of increased mastcery, control, awarcness and cffectiveness of their social or
interpersonal skills. In relation to Problem-Sdlving and Valuing by

. . BN °
implication, students experience greater control over making decisions and
greater sccurity or confidence in their ability to choose well. The
- arisons refe it s tude ;' earlicy e srience f thei
compartisons refer mostly to students’ earlicvy experiences o Clr own

3

performing in these arcas, and occasionally a student makes a comparison.with
others who have not had education in the computences. The Valuing competence
appears to be comnected with both social skills and control in decision
making, as well as with feelings of increased self-awareness and self-

definition.

[t scems that according to the way students structure their use of the
. . i n ) u
competences outside of classroom scttings, there are four operative competences
o o . .

(with a possible fifth, Analvsis) and these converge to create experiences

g ]

e 4
0
ot
-
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of increased mastery, control and certainty in three areas that studengs
' 7]
a

consider important. The heaviest emphasis 1s in the area of social or inter-

personal skills. Students teport a kind of desensitization to expressing'

©

themselves to others, an overcoming of shyness or reticence, as well as L

feelings of increased understanding of other persons, and of interpersonal

episodes, and an increased confidence in knowing how to behave in inter-—

he evidence suggests that for these
@ : '

personal situations of various kinds.

N

students, the four competences operate to reduce uncertainty in areas of
wmexperience that are immediate and often problematic for adolescents in

transition to young adulthood;‘interpersohal relations, identity and personal
choice. With the aid of the competence frameworks, thesself and other persons

Y »>

t !

_are better defined, as are the actions and interactions of the ‘self and others.
S - i N 9

Problems and alternatives likewilse are susceptible to methods for reduction

P

of ambiguity and systematic processes exist for ordéring elements of choice.

We readily see applications of such frameworks to projected professional
L ) '
performance. The competences support student's perceptions oféBeing generally

more 1in goptrol and more effective 1in common everyday évents of the kind
that would typify.practically any work environment, as well as many other
social settings encountered in one's personal Life.

.

. The patterns that have been discussed raise two questions which will
not be possible to answer on the basis of interview data. Much was said
earlier of the justificatory rationale of carcer relevance that students,
give the competences. .The manner in which students cxpect the competence

9
curg}culum to help them in their professional roles has just been shown. But
ingg;ing s0, certain possible justifications have been revealed that are

not specifically related to professions. Could 1t be the case that the

reduction of uncertainty in important arecas of personal functioning 1s 1n fact

ERIC - 64
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as significant, or more so, to students than specific career relevance,

in their private justifications of the competence-based curriculum? 'fﬁ

.

The fact that most students come from working class backgrounds, and a

strong emphasis on '"professionalism" at Alverno may be responsible in
Ly

_c

part for the tendency of é}udents to relate most kinds 6} learning
ultimately to prbfessional performance. It may be that students_learn‘

to justify competences according’ to career relevance initially because . =
faculty first establish relevance of the curriculum in terms that fit
stuaents' beginning expectations:of céllege. On the other hand, siudenps
may soon become convinced of the usefulness of the competences chiefly
through immediate everyday experiences in which the competences seem

helpful in reducing uncertainty and increasing feelings of personal

control in common life events,

Second, it appears that students actually apprehend four, or at most ‘
five, competences. Occasiofally a student will express a preference
for Contemporary World. Art students are more involved with Aesthetic

Response and Music students are concerned with a ninth competence,
Performance. But by and lafge the five competences, Communications,

I .
Socﬁal‘Interactiqn, Valuing, Problem-Solving and Analysis, each receive
far more attenfion than the others (Involvement in the Contemporary World,
Individual Response to the Environment,'Aesthetic Rééponse). When
students discuss learning, and whep they discuss actual rathe; than
pbtential use, Analysis’is less likely to be mentioned. Some Stﬁdentsb
believe that Contemporary World and Environment are not as thoroughly

' 7

taught as the others. This, of course, could be deliberate or indeliberate,

or it could be a matter of the students' uptake and not of curricular

offering. ‘ : ‘

oo
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It has béen proposed that the ¢ompetence system can be construed
as an_integrated syméolic system'for Srdering experience, judgment and
action; a kind of theory of action or practical structuring of learning.
This is an essentially acéurate characterization of the way faculty
intend compgtences to be used, and particularly the way that competences
become iﬁtegrated for students at the upper levels. The present analysis
is made on the basis of student interviews,>rather than the viewpoint of
faculty. A full invéstigation of the meaning of competemnce based
learning at Alverno would of course need to more explicitly compare
formulations of the faculty's own perspectives on the rafidnaie for the
curric&lum. 'Whiie some férmulationg exist, the learning process is
constantly undergoing change in theory and practice.

On the basis of the evidence at hand, the most 1ikely construction

appears, to be that Communications, Analysis, Problem-Solv&ng, Valuing and

_Social Interaction, are indeed the central core of the structure for

students, aﬁa that tﬁeSe represent espoused principles of judgment and
action around which the system is centered. These cbmpetences all pertain
to judgment and action at the level of the immediate situation,~a1thougﬁ
Analysis is perhaps set.apart as a tool for identifying situational
elements. Perhaps it is this relationship that accounts for the reported
association of Analysis with the four competences but general absence of

&
evidence that verifies its use.

For students, the other three competences, Contemporary World,
Environment and Aesthetic Response are somewhat subsidiary in function.
These competences are more external.to the day to day experience of students
and belong to the wider and more d?stal rings of context in which action

1

can be regarded. These competences are therefore less accessible for more

63
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concrete process applications than the competences concerned with
elements of the immediate situation, which may in turn make them less

accessible to students for everyday use.
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CONCLUSTONS

This report describes how Alverno-étudents justify learning. On

‘the basis of interview texts of 13 traditional égea Alverno students
. . , o

from the end of théir third year in college, a stfucturing of learning is
revealed thatiis centered in how to pe§form and oriented toward professional
relevance. This structure is chara(;terized by a justificatory assimilation,
of all learning to 13 acting socially and 2) professional role perfofmance.
BotH of these characteristics appedr to be consisténf with institutional
philosophy. Alverno College places a strong and very explicit emphasis on
preparing its students for professional réles. The competence system

itself represents a performance-based structuring of learning, or a theory

cjpf action expected to enable transfer of learning to personal and

professional roles and contexts. M

Students' énd educators' under;tanding of learning, while converging
in a mutual justificatory language, may be founded upon divergent
understandings of the competences that reflect the studengs' age and
experience relative to that of the faculty. Alverno educators récognize
the philosophical character of the competence system, that the system is an
integrated symbolic network for ordering social expérience and action in
relation to personal and profe§sional roles. Students at the end of their
third year in college understand and experienbé the coﬁpetences chiefly as
sets of categories, rules, skills and processes which function to
reduce uncertainty (descriptive, ascriptive, and prescriptive) about one's
own actions and the actions of others at the leQel of eQeryday situations.

This yields personal development outcomes such as increased confidence, self-

concept and self definition in both personal and professional roles.
N
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DISCUSSION

N

?

Liberal learning consists in part éf competences derived from and’
integral to the academic-and professionai dis?iplines. Alverno faculty
have developed a learning and assessment process to assist students to
learn to demonstrate their abilities and transfer learning across mul-
tiple situatioﬁs during college. The learning process rests heavily on

experiential learning. Students are required to experiencé-and reflect
~

on performance, and to think about and try out ways of performing in re-

+ lation to personal and professional roles (Alverno College Faculty,
1976; 1979). Competences are regarded as holistic characteristics of
the person that transfer across situations, contexts and roles.  How

do students understand this kind of  learning in relation to their own

1]

goals, or in other words, how do they themselves justify their education?

.

Two outstanding patterns appear in the ways Alverno students jus-

“~
tify learning. One is a strong intellectual focus on education as pre-

4

paration for work, for a career. Second, there is a strong emphasis on
1e§rning how to perform. While there are ipdicapions that students ad-
‘ditionally view learning as contrlbutlnb to well-roundedness and as

broadening one's mlnd’r students characteristically. aSSLmllate all gorms

of learning to one or both of the two major justificatory constructions.
Learning can be related to enhanced intellectual and social pertormance

' in everyday personal situations. But learning how to perform is often,

in turn, assimilated to professional performance. This link between

1
s
S

learning and performing allows for the transfer of learning to multiple
oy B ; . ' . .
situstions and dontegfs, and establishes the student's confidence in her

abilities to perform.in professional and personal roles after college.

RN

Enhanced self-confidence seems to be a major link between liberal learn-
ing and enhanced self-concept and personal identity.

O
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We'do not claim that Alverno's traditional-aged students articu-
l&te these perspectives upon entry. They do"enter college with a focus
on preparation for careers. But the student constructions that ultimately

justify learning as relevant to career or professional roles seem to be

v . ! s )
an outcome of the dialectic between students and the learning prééess.

Aiverno students understand the value of education as preparation for
work, a concern yhich has ‘become mote_and more dominant among students
in college. While studgnts in the 60's and 70's pressed for felevance
of learning to social justice and §Qcial action, students in the 80's
are pféssing for relevapce of léarﬁing to careering after college.
Alvernolstuggnt; who, for the'mosn&part, do not come from college edu- '
éated‘families begin by vaiuing coilege.education as preparation for a
particular ki;d of work and the quality of lifé agsociated with_éollege
education. The educational process builds-on'this'value, assisting
'étudeﬁts to a more sophisticated justification of liberal learning in
relation'to careéerr professional roles. They become aware of liberal
learning as contributing to well-roundedness and the broadening of ming
as well as intellectual and personal skills that function in a broad

range of life situations. In this way students are assisted to see

liberal learning not merely as technical education for one's profession,

but as a way to become a professional person.

<
It is possible that the learning experiences associated with the

demonstration of competence in a variety of disciplines and in multiple
settings create the kind of cognitive conflict that challenges students

to come to ar understanding of learning as more than technical preparation
for a career. Students soon find that they .must complete .courses and

assignments that are not obviously career relevant and toward which they /

e
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might feel "I am not interested in that.' The conflict created

-

. . . : @
stimulates students to rationalize the contribution of suchnlearn{ﬁg
’N )

experiences to educational goals. Through this experience the studént

. may come to understand that one intended outcome of learming-is well-
\ N ’

roundedness or the broadening Jf one's mind — issues of personal

. , s

growth. For many students, this outcome acquires a positive value in
itself. While students may fail to see the value or relationship of

% : '
some aspects of liberal learning to their technical field, this experi-

-
o

AY
ence is critical-in challenging them to begin to infer future, more

abstract and broader benefits of college, ‘and to relate these outcomes

Y

to a concept of self and professional development. The concept of well-

< ° . )
roundedness is assimilated to the student's conception of professional-

s

ism and to becoming a professional person.

P
- P

Perhaps the first step in assimilating 'well-roundedness' to one's

concept of -self and "becoming a professional' is in beginning to qndefF
\\ ’ e ! .
stand the value of college for personal growth. ‘That this may in. fact.

[ .

be the case is suggested by>student descriptions of the ways they use

learning in everyday personal experience, and by their perceptipﬁs of

their own growth and change as a result of being in college. Such

immediate benefits probably reinforce the abiliﬁy to infer -ways in
< .

~.

N\ : .
which learning will later contribute to professional effectiveness and

D . ?

professional identity. The discovery that one can use learning to help
salye “the everyday problems of transition to early adulthoodﬁnay give

the student confidence in the meaningfulness of the learning process,

and become a powerful motivator for”stgying in college.

3 .

We believe that the assimilation of well-roundedness and personal
- . ,

! j S o . . o .
growth to the concept of 'becoming a pfotess1oqgl” in' turn contributes
: : . B N

N N " . : 3

»
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interential one! How do they assist the student to make relationships

to her own yvoals!  Students indicate that taculty give examples tor how
learning cann be applicd.  Clearty the linking ot learning with how-to-
pertorm f.oan aspect ot the student perspectige that assists students
tor Justily Tibesral Tearning. i link may aceount tor the student s

Col v tenn e blie Lo arndlog that Jdoes no U scem bmmedlately carcer relevant.
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We are interested, however; in how such development begins.
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process and inter meaning in relation to professional preparation.

We would Tike to point sut three wayﬁ students seem to anderstand
bearning: learning is perceived as content, as process, and as learn-
ing how to pertorm,  That is to say, students understand learning as
the content ot theilr discipline, as the process that includes expe-

@ .
Clenctlay . et lecting and testing out o and as comtlug to the ability to

pot o Whille ~tudenls seem Lo vary 1o the catent to which they Tocuas
o™= ‘.r)
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toowhich learnine 10 perceived o content . process or both.

¥
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We regard this series as developmental., 1t appears that students begin
, -
to understand competence as caregories, rules, skills and processes,
. . . :
At this point students may perceive the competences as "extra learning"
because they tend to dichotomice learning into "content related to my
carcer’ and "compétences which are extra here at Alverno.,'" Seeinyg com-

peleuces Intttally as steps wr tules tor performance may help students

later o lalar th rtetatlon. 1., whilch compoetences beo o [IEL)CL‘th':w ot

app by tan hacwlodge Lo ot o o
Fac ity o e del taod ©nnpc e N ALliA Lotioat muooe be rarcaed

C.w por lonmane o Contpelonce s ate woantaticta that are ot directly ob-

- servable . L 1o gqolte plonaable that jusl as laculty infer a stpdent's
abilitics trom her porto mance,s 5o too, the student comes to anderstand

&
the abistract constouct ol soupetence by experiencing and observing her
own performance . 1t seems that students need a preat deal ol experience
Jde monatal lad connpd Lonce Luc badtng, app by g, Lhe Compoelences Looohy
: ’ I3
ConaldT o It thie L pes caa b aad woa ke Thue oo bepln o realaed
SR [ O O L U O Y Lot e e U s e thican o e o
It 1 B
Bat . . P T . P e ealoaat
Tiie cvperien o that proevades oorreld o wpalesing, the competence:s in
thi oy syvoand barye the taretd i Tinnted o peer and tamily encoan-
ters and the woabl cwperiences provided by part-time jobs and experiential
fearminge actbavittie (ot Campus Expertential Learning o clinioal expe-
Picuce and tadent teachinge) . and acecment o within the program,  We do
o howewer o thour ome tadent - hepdin too g impee the inteyaated natare
ol the competonce s and to see that the e provide o theory o e tron,
L4
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In the early stages, the basic view ot the competences interprets

Pl
S

them as ways of looking at things, ways of understanding things, ways

to be awarc of what is important. While some students apprehend the
interrelationships of the competences, the more likely perception is
that competences guide action in specitic personal and professional

Ssltuatl ions .

Howe ver . e tete that the teons sophitstloatod anderstap Hines
’

[T 4 Co : [P S S ST I O R R [T TP F
. PR SRR F A RS O N T T T e N O O O T N O T
La o e ot Sladea s Coapre L bone o wl o lou, dlalco Lencties ot \l})})lyll\b

the « mpelen ea acfoas mulllple s1tuattons. stated another way, we
- //
mipht say that being able to apply one's learning through pertormance

in immediate personal and professiopal situations during college opens

the students cyes to the kinds of benetlits to be derived trom liberal

o n Lty

Lo ciae,, U A g, b T N ot deve Loepnennl ol ot
P O S S S B SO S SN S R Whilic Ctaditlcaal
T S O B ot teal oo s tehio s e inteprated

theoy of actaion an relallon co conltext we are cucouraged to belicve
that the seed tor soch constructions will continue to develop out ol
(he wtudents' cxpericnces in usiuy theit abilitivg in persondal and pro-
fensional roles atter colblewe where complex ecxperiences and the need to
o

pertorm in comples contexts will arine, wecaese students report
"Catensive' une ol lhwil learned abilitics duving collepe, we are cne-
coutaped to belicve that Tarther powth in disoret iun.n"y‘um- will oo

»

atten \I‘l‘\"‘"\'. With ll‘)‘l.ll1| [ nl'\‘n'lwl)ll\n‘lll baoth in and b ten l\‘lll')'ll', Lo

O
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lmportant construct is "learning to'learn,” a term we have begun to use
with reference to how a student translates learning as process and per-

formance into pertormance that is appropriate to a particular context.
Indecd our alumnac interviews twy years after graduation give cvidence
=

of “such o procegg occurring repeatoedly in the work setting,
Lu psumndry - compelence based learnlinyg seems to pul the mystique
1l llberal education withla the grasp ot persons whuse main concern 154

plrepatatlon Lo a Catcel Gollopge ol coutee s hhas putpousces ol dla i,

a
U oupen and bioaden (he wiad Lo Jovelop crictteal ‘fhinkzng and  the
2 .
/
abliity Lo abotract | Infcer, wake tclatlouwshlps and so on.  We have

scen how such educational goals can be assimilated to career goals
)

through a change in the concept of work as a sct of technical skills
toward the concept of protfessional role and protessional identity which
includes the ™emonstration of more holistic competence. Clearly, the

degree td whitch such oatcomes ave realized by the traditional-aged

<
atudent vartes, and 1t 1s now our task ‘to look af individual ditferences

i theough Ovr Lo ltadlasal data We think 10 lwmportant Lo cxaiwline Uhe
/ IS £ b
pallern Sl hiang e thitoa e che oltepe yoan

White chis report is concerned wich normative 1athier than devel -

i
opmental patterns, the data hints at the possibitity of developmental

-

trend:s,  Because we are so acutely aware of the dialectic between he
individual and her cducational experience, we hesitate to identity causal
variables tor the patterns we have found . We do soppest ) however Chat
the critical point i that leaning becomes Linked to action. This i

imbedded in lhv'vnn(vpt ol compoetence, For women in o partiealm, oo iat-
4
poation towvard action o the contest ol o prolesaon is cvitical i1 they
. h

Ate to achieve what Alverno women wocem Lo want™ — bettoer opportuanil e

illllﬂ-\nu b o work . stadien of current colblesiate stadent o attitaden

A
rey
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show increascd concern with practical benefits of college. Higher

education is in turn concerned that traditional liberal arts values
&
“<or learning will be lost. This study shows that thosc values of

learning and personal growgh can be developed along with values tor
& &
professionalism tor students primarily centered on the relevance ot

educatlon Lo work. N

X
In conclusion, sladent perspecllves as set forth in this report,
clldate llbaral leaculng as Jdellacd Ly the sl sctno fixLulLy_ wWhillc

/

Uloe 1o L. JdItler aces b Che wantent oo

Lhilot, Jgdlividual studeats

\

andor tand loatnibng aad Ul onveptl ul compoetence ) students as a

whole justity Iiberal lgarniog as relevant to well-roundedness and

protessional pertormance.  The probable means of conngcting liberal

<

learning with professional pertormance is the linkage of learning with

action ad the expertence of benetityg from demonstrating competence

wihit e bt \«-Il(}‘('
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STUDENT PERSPECTIVES INTERVIEW

INTRODUCTION

As a beginning, I'd like to give you an understanding of the kinds of things
we'll be talking about, what you can expect and what I would like to komow™
about your college experience.

First, L want:1t to be clear to you that what you say here will be kept
confidential. No one but myselt and Dr. Mentkowski will listen to this tape.
When the tape is typed up, we rewove any features, such as names’ and places,
that could identify the speaker or auyonc else involved  Even then, no one
vlse is allowed (o 1ead these eancept for (he research statf who are ot
Alverno students or faculty. Sowmetimes parts of student interviews arc uscd
ds cxamples 1o 1t opoits ot presentations  but vhea this i5 done we make .urc
that nothing i, includcd that could poussibly idencity (he student

Loat golug L aohltig L on 4 e guoollons at vu yeoor cdu atlonal Cap a0 o
40 Alveruo v hoven't tecen working here viry Ibog ana It seems t. me Lhat
thire's @ gacac deal to be nderstooed about what they call the ?IVC[HU Leainaag
Process You may ha.c o wake some things clear for we as we talk. Buat
what I am really interested in knowing is how you scc thingé, not how Alverno
sees things or how other students see them., I'm going to want to know what
your educational experience has meant to you as an individual, how it?has
affected youoand what you think about different aspects of your college
experience. And I"11 ask you about this in g varicty of ways.

)

Ihis means that you may havg to really stop and think about™some questions
)

that you may never have thought about before. 1 want you and me to try to
idencify the things that stand cut as most fmporitdant to you and to tey (o
understand why thesc thiogs have been important. So while we're talking

I'"1l give you time to stop and think ghenever you need to. And occasionalil,
L'IL ask you 1o stup and focus ou a pditiculas point I'd like you to let

me koow auoytime a qu.ostion Isn t oL liar to you, and 1'11 leo you know whene..o.
I'"aot sute 1Y ¢ understod wiao you Laia i mat. tiiing thae I want to ge.
teowe vus tale 1s 0 rteal undesstandiog of yews 1ndividaal poiat of view.

AL e wod o dle thiten Lo, LTLL glv you an oppurtunlty to ask e auyuthilag

that yo.u'd lire t. know abouc this research oo anything that comes to mind.
For now, do you have any questions about what 1've been saying? . . .

I'd like to start out by asking you how you would describe Alverno generally.
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How would vou

[probe:

Jescribe Alverno goenerally?

What as thies school Tilke?  What's it Tike to go to school here? )

What would you want to communicate to someonc who was thinking about
coming to Alverno as a new student!? ’

[probe: What would it be

consider to make that decision?]

important tor them to kunow--what should they

What would ,ou want Lo comumunloate (o somcone who Waos thuﬁgng aboul
jolning the taculty! ‘
Vhaa o do L, on thilak Gl a0 ol Alocoa studane Lhoald Lo Tike 1o o Glderr Lo
pet che mousy vut b hor leacodiog exporlence? '
[probe: What docs 10 take to really do well 40 und Lénellt Lroagm Alverno?)
) .

Are sCtudents hcoe ceally like (hiad?
It yes: Why arce they lilke that; do you thlnk that that's the kind of
person who comes here, or do you think they learn to be like that while
they're, here?

, v
Lt lactter: How does that happen! kN

It no or can't say: Do you think students get to be more like the ideal
o Or cdd L 5a) nore Lixe

aftep chey’ve been here awhile?

L yeo. How .du(‘b‘ that happuea!

Vicae o Yoo Thlok e sdcal sl [EFU S ST PR (0 N VRV 1 1) N

o I I 1 | '

[ e b alt e d L t i Lol g b

Have you koown ol Jnvone wno bhas drogpea out oy transterted Loecausce

she thought Alverno wasn't vight tor her?

[t yes:  What reasogs did she give for leaving?

Why do- you think she lete? .

- ”

thoupht about Jdropplny vul or LFHHSIUfIi“KYp

Have you yourselt cver
It yes:  When? ®
What reasons did you teel you had tor leaving?
¢
diat reasons Jdid oyou teel you bhad tor staying?
Q -
\ . )
o) |
LB ’
f |
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" ’ P .
S. " Do you find cha( your UdULdthndl cxper1cnce at Alverpo is any differenc
trom high sChool or trom other xollcges that you know about? . (How)
ba.  How would you describe che racfonale for the Alverno learning process;
what do you thifa® the cdutational goals of this kind of progﬂdm are?
[probe: Why would’Alverno have this kind of program instead of some

other kind? WhdL do you Lhiwy'Alvoxno is trying to do for its students?)
From the standpbtiat of alverno, what do you chiok the ideal Alverno
graduate would be like? ' . = »

e

How do (hie, waal ou to tuoa o

o
Lo oa thodan Lo o o dny b by o1 [T . P S Y S T
’ . -

LIt vutages 1Los stutent. Lo adopt. L opuenlty !

. : |
tow Jdo thie, v utage U, \
., A2
How Lian you. duprcessloa ol Al v | AP . o [ RO S PR

docw 1t seenm any \iiffcx‘ghc Lo yc;;u iow than 10 gl au tne be gin..lng7
(probe: 1 mean, when you tirst came here, you prubduly had a firsc
impression of Alverno apnd what #t.was like to be going to §chool here--
has that picturce changed now that you've been here for awhile

NOTE--be surc student understands that you mean to compare her present
impression with her impression during her tirst weeks or moaths, UQE
her impression before arrival. |

0 oot abGaoe ol cwtans boon bl bacar o e o ol b T Lad gy, 15 therce
anyliing Chal statas oot lu yout dnd that nas 1eally wade an fmpressioan
on you aad 10l lucnced you? (Describe, , A
‘
. vl T S e ochie L0 Lo e cane of S wap e doal o
that hida ¢ d coant Jd 0 your atuloy! R N
fproce: [s thewe u..yllunb ALULL ATVE T e e d by and  wa,

well 1've 1carned boecause of chae?]

. : : »
lo HHave you changed da [ll_(' way vyou apptoache learnlag Slnee y(_m'\(v b €

here?  (How) Lo e ’ ) . : : .

If yes:  What do you think mgade you dmny,c.’

©
¢ .
> , ’\:‘}h
o . ] N K a2 .
11. Since you've gotten to know more.and moére about the Alverno progran, how
. . - . g . - -
~have 'your attitudes toward the propran changud?
- ~
i : SN :
Why do you think chat has happened? . ‘

[4 .
- . . .

“Have your own changes pinfactitude attected your learning?  (How)

; - "

. e
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« : e,
. _ . ) . , 3 ;s
124.  What kinds of challenges has being at Alverno created for 'youw? (More Gengéral)
¥ : D oo ore Lenex
. . ' » . . .
b. Have there been any times since you've been here when you've really :felt
unsettled -about something? Did anyone or anything make you=feel urrcomfortableé?
. [ :
. ' -~ . ' D
Was it resolved? : ) ., ,
. _ ¢ ) .
If yes: How-did you resolve that?
Was there anything about Alverno itself that hélped you resolve it? -
. What abouteright now, fs there anything that you're feeling unsettled about
. right now? * (What?) ' ' ’
3 , . v o ‘
- ‘ . . . . L]
I yes:  How do you think that mipght become resolved?
- . t
Is Alverno helping you resolves it in any way?  (How). .
4 ! s
1305 Do you think that you hgve crcated any challenges for' Alverno?  (Explain)
S _ "‘ - " N .. R . -
. It yes: How.did Alveroo respond to your challenges?
' Lot . ‘ .
. - ) P :
Do you-tfeel, then, that you ve influcnced Alverno at all--even in a -
. small way? .,
L. Do students have rights as learners here at Alverno! d
/ - e
[{f yes: What are these rights? \&
] —r - > ' .
. \ )
Do students .intlucnce the learning process? , N
If ves: How does this happen? .
[t no: Why not? .
. . N
L.  Are there any wayvs Io whilch vou have ever telt that the institution was
. .
- ] qot tair with you? ) . .
A [probe I rwean when you really thought Alverno wasn' U ITiving ap to 1ts
responsibilicy 1o youl] '
3 11e Alveri fved ur y ity promises’? ‘
b Hag Alverna lived up to 1Us pre oS i » )
"~ .
i o .
L hes Aalverno Jdo ocovaph to o noke (lear tooyou (Lo “thines that you need to ‘
Know o order Lo kv impurLJnL‘dvyisiuns'dbnuf your prugramn and other .
cduaat Lonaed hoiees’] . oy
) ’ : .
tnowhat ways e vou tound AMyerno's crtorts to do this adequate or
_— , dnadequate : ' - . o ~ l ,
-n ' . : » > .
\
é . ' p
: . s 4 i .
. ( (
+
« L . .
. > g
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If you could have your yay, how would you want,to change Alverno to make
a batter program or better learning dtmosphere7 -

[note: If nece SSer, «direct student away from UtOplan fantasies and
xlnanclally contingent changes like "there shouldn't be any tuition" or
"we should have a student union like UWM's'--In other words, limit her
to changes she believes are feasible, e.g. you could say: Dd think
Alvesno could Leally do that? Well, what do.you think they could do to
make it better?] . , )

Now I'd like to talk a little bit about what being here “means to you
with respect to your own personal goals and values. And I'd like to
begin by asking you why you decided to po to college!

Why did you Jdecide on Alverno, what kindsyol things inllucences your

Jecision?

L3 . .
What major goals did you have when you entered Alvernd?

ttave any of those goals beuen achiceved?

v -

Lt yes: What Jid Alverno ‘have to do with that?

[f no or not yvt: Are you any, closcr to achieving any of thew?

Ltgigﬁz What did Al 0 have to do with that? ¢
. !

[t no: What do you “hink ¢ wuul#_takc-to bring you closer?

Have your goals,changed at all since you came here—-for example, do you
wave any goals yau didn't have before, or do some goals seem less
'

while now?  (How?) . - '
g v
—

If yes: Did your experiences at Alverno have anything to do with cthat?
il . :

What is, the value of Alverno with tespect to your present personal and

career goals; iun other words, how does coming here ''make Sense' as a

contribution to vour own goals?

Do vou see any ‘kind ot rolanl%nbhxp between your vducation and your

persoral life; do things carry over from one part of your lite to the

E]
octher or ‘”ﬁ[h&%y parts of your lee affect each other in any way or
are they more or less stardte7 (bescribe) 1
[I[{ student mentions dnly one dircction of inflience ask for the other,
oLl . 7k R X : o . L gn
¢.w. "and do ygu feel your personal life affects your learning at all?"]

It scparate: CUan vou desoribe that for me; what kinds of things arc you

“concernced - with at school and what other kinds ot things are you concerned

with outside of schocol?

'
1

boes what vou're lvarning at o school affect che Wway (haf you approdch
vour job or other work oxperience like OZEL or clinical work or field
capuerichoe; oo it ot any lmmediafe value to you at work? B

<, . X ~- v a5 R
JOes your wﬂgn caoerienceshave any otfect on the way you approach learn-

[N L4

ing at school

51 .
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20. How "'would you describe yourself at phié point in your life?,
e . ‘ ‘ .
2la. Are there any wdys in which you, as a person, are different than yogW
were before, as a resulc of yogr experience at Alverno? (Describef
J

Do other people cver tell you that you've chanpcd since you've bLLﬂ hére
or do they respond to you dlltchnLly than the ey « lld beforc”

v - . . L ’
If appropriate: What do you 'think causéd the changes, you describe?
T *'_“"—I_—_",‘“—_ Ej »

Pt .

. S ) . g -

“. Again, if %Fou could have ypur way, what kinds of changes lnnypursélf
wolild you like to result from your educational or carcer experience?

ar

Do you sce this kind of chauge as possdible or probable?

N

what do you think it would take to make this kind of change? \\\b

v

2. . Do you feel competent?

Which competencies do you value most?

L @ ¥y

Why these? ‘ ) d

23a. What kinds of questlons are you asking yourself right now?

\ i .&\‘
b. What challenges do you see for yourself now or in the near future?

La Of all the things that you can recall, what really coges home to you about
vour past vear? ‘ ' f ‘g ' Lol
. -i
- a Al N 3 . . v
\ ‘. : .
i,
/ n . !
, . v
. &
- Q'b ¢
2 )
N\
.'h M
LA
1 . .
g -
< . &
< .
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These questions are printed at the bottom of each page of the interview

~

so that the interviewer has them before her at all times. - ’ X4

Through paﬁbing, it is hoped that:the student's most sophisticated thinking.about

a question will surface. . It is important to realize that a student who i's highly
N N . ' K ’ o . ——
sophisticated will say many of the things that less so%pisticated students will. 3

It 1s therefore verygimportant to probe so as to elicit more than ‘common »

responses where possible.

4
HOW? ¢ COULD YOU FOCUS ON i  FOR ME?
WHY ? I'D LIKE TO FOCUS ON  FOR JUST A~
‘ d MOMENT ‘ .
WHY IS THAT IMPORTANT? : : )
2 HOW DO YOU FEEL ABOUT THAT? -
~ HOW DOEs THAT HAPPEN? ¢
) : S CAN 1 BRING YOU BACK TO ?
WHAT DO YOU MEAN BY THAT? ‘ :
: 1'D LIKE ToﬂgﬁiNGﬁYOU BACK TO s
CAN YOU DESCRIBE THAT A BAT v . ! ' B
MORE FOR ME? i : WOULD YOU BE WILLING TO. SHARE» THAT
¢ WITH ME?
YOU MENTIONED . . CAN YOU ' ~ .
" CLARIFY THAT A BIT FOR ME? COULD YOU GIVE ME AN EXAMPLE?
. i qﬁ) ' .
HOW IS THAT IMPORTANT FOR 2 iy ANYTHING ELSE?
JUST OFF THE TOP OF YOUR WihT DO (DID) YOU THINK ABOUT THAT?
HEAD... . _ _ %
'_4_ . ’ '
- . . P
i o
K o i
]
\ - >
g 'y g?
3 AN
ot A
. ¥ @ <
\‘\ " . . } et ¢ ) ¢
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ﬁ.

SOME QUESTIONS USED IN

. '

10."

11.

12.

13.

16.

18.

-

How do stuécnts charagterlzg Alverno”?

Y

»

hY

N

82

»{jﬂ‘

X Q

»

L

Y

N

THE DESIGN OF THE STUDENT PERSPECTIVES 'INTERVIFW

Why dld the student come to Lolleg?'dnd why did she LhOObL Alverno’

What klnds of baLlsfact ons does the student prcct to:obtain. from‘

What kinds of immgdiate satlsfactio

_participation in the

7fucat ional system? %

%

her partlclpatlon in the educational system?

3

A}

What Qducagional values does the student express?:

How does
How does
How does

‘How does

learning?

'How does

Process?
How does

What are
generate

How does

How: does

What kinds of experionccs;docs the student de

the

»
the

the

5

the

the

the

the

conflict for the stu

student
student
student

stwdent

student:

anderstand her rolo»as a student?

4

»(

describe her 1earning?

’

underscand the fdgulty role?”

2

&

'

. B . .
understand and characterlzq/competencerbased»

parc

.

student perceive the institutional values?

experiences withﬁn the educational
ent and what are the 1ssues of confllct7

[ 4
the stuaent describe he

the student désé&ibe her professional dcvclopment’

to her development?’

How does

Lhc

studbnt-

work experience?

How does

the student understané the relation of

career objectives?

How does

pgTb%\\l

What A/l

What are

describe th

"\

“

r personal and Lntellectua

¢ relation

of

her education

1

nv1ronment that

.>-.7‘".

scribe as ﬂnflucnt;ﬂl

the student dvscrpk{ the relation of her education to
life? ™

the student's poals and expectations .fter'collége} o

the

student "9

1

ques

N

tions

and

concerns

Y

about

s

th

-

¢ future?

and

b

eive the rationale fQr the AlvernolLearning

¥ N

n

her

her

L]
\_,.‘/

’”n

her educatton to her

ns does the student obtain from -

.
. Ve _E

vy

e

»

1 development\,"2

"
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g 1
.. 21. How doethhejstudent define what has been fair and unfair treatment
by the collﬁge with respect to her own experiences?

. 22, 'What rights does the student belkeve accompany her role as a student?
5 . : ,
o a ¥ .
23. How does the student perceive her capacity to influence her learning
environment? ’

. ) , ~ : R
24. What Rinds of satisfactions does” the student obtain from her
"participation in the educational system? :
- ] L

g N . - h
a : )
~25. How does. thé student describe her developmentT

-
.

»

2t kinds of experiences does the student describe as influential?

new awareneéses or insights does the student attribute to her
ege expcrience? _ ' .
v - - : ‘
78. How\has the student related her. education to ‘her work experience?
. o
29, How does tiw studentiggscribe the relation of her education to her
personal Jlife? . o A

30. What are- the..student's goals and expectations after college?
. Coa ’A - ‘\!Q “ -
11. What are” the’student's questions and concerns about the future? ¥

et

~
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